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Preface

In October 1984 six national orgenizations were invited by the
Netional Commission on Teacher Education and Professional Standards
(NCTEPS) of the National Education Association (NEA} to join the
Commission in sponsoring and appointing representatives to serve on
a 13-member Joint Committes on State Responsibility for Student
Teaching “to consider the possible scope and dimensions” of such
responsibility and “maeke appropriate recommendations.” During the
next two years the Committee met, deliberated, and published two
reports entitled Who's in Charge Here? (NEA, 1966) and A New Order
in Student Teaching (NEA, 1967).

During the time the Joint Committee was carrying on its activities,
a related professional endeavor was also in progress. This was the
project that came to be known as M-STEP (Multi-State Teacher Edu-
cation Project) in which seven states banded together to explore inno-
vative practices in Jaboratory experiences for prospective teachers with
a major emphasis on student teaching. The project was funded by a
grant under Title V, Section 505, of the Elementary and Secondary
Education Act of 1965.

As the activities of both the Joint Committee and M-STEP were
epproaching completion, the Maryland State Department of Education
submitted to the U. S. Office of Education a proposal entitled “The
Role of the State Educational Agency in the Development of Innovative
Programs in Student Teaching” for funding under ESEA Title V, Sec-
tion 505. When the proposal was approved, the State Department con-
tracted with the NCTEPS to assist in planning and coordinating a
national conference, which was held in Baltimore, October 2123, 1968,

The major aim of the Baltimore Conference was to bring together
key people such as chief state school officers and other staff of state
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education departments, legislators, members of state boards of educa-
tion, representatives of professional asscciations, and school and col-
lege faculty and administrators to discuss statewide planning for policy
making and organization and to explore innovative ideas and practices j
in student teaching. |

The contents of this book represent, for the most part, the materials :
prepared for the Baltimore Conference. We hope the volume will
contribute to and have a part in shaping the role of state departments 3
of education in teacher education.

I want to acknowledge the special contribution made by Miss
Geraldine E. Pershing of the NEA-NCTEPS staff, who assisted in the J
editing, designing, and production of this report. :

JAMES A, SENSENBAUGH
Maryland State Superintendent of Schools

February 1969
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Introduction

William H. Drummond
Associate for Teacher Education
Office of the Superintendent of Public Instruction

State of Washington

At the Baltimore Conference, participants were invited to talk to.
gether and to hear about strengthening the state’s role in student
teaching. The “state’s role” and “student teaching” both were broadly
defined by the conference planners. We were given a number of docu-
ments to read and we heard from the best minds in America either on
what is being done or on what ought to be done to improve student
teaching. This paper presents an overview and reaction to the papers
and proceedings of the Conference, much of which is included in this
book. I have organized my remarks into three topics: what I heard at
the Conference, personal reactions to the Conference, and assumptions
which underlie the Conference and this book and action steps I recom-
mend for those who want to participate in improving student teaching.

What one hears at a conference is sometimes not what one ought to
hear, congidering all the data being presented. And I have found that
what I hear is often quite different from what others hear. The follow-
ing refiects my peculiar perceptions.

At the opening session, Frankie Beth Nelson gave a friendly, low-
keyed talk about the way an anthropologist looks at the school and the
school’s purposes. (Ch. 1.) 1 heard her say that many of our organiza-
tions, our schools in particular, are destructive of people. Many of the
people involved in school—teachers and students—learn that they
cannot compete, cannot achieve, cannot do. ! heard her call for another
look at schools and school life, to see schooling as a cluster of tempo-
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rary systems (using Warren Bennis' language}—close-knit social ar-
rangements which do not persist in time but are important to selfhood
and dignity. Iheard her say that we need to help people in our schools
establish close, satisfying personal relationships with others easily and

I heard Frankie Beth Nelson say that, for a lot of people who engage
in it, teaching school isn’t any fun; that working in state departments
of education isn’t any fun. Many people do not get kicks from work
and feel that they should not. Work, according to our American ethic,
needs to be distasteful or it is sinful. We neoed to leamn to have fun in
school, Learning and solving problems are fun. We do not necessarily
have to make these activities feel like “work.”

At the first conference work session we were given a paper by
Graham Pogue, e thoughtful and accurate paper, I think, from the per-
spective of a director of student teaching. (Ch. 2) He wrote about
scheduling student teaching, the use of new media, the problem of
making appropriate assignments, the nature of supervision, finance,
expectations placed on the student, and the problems of trying to
change student teaching—all in a few pages. There are some folks who
have written whole books on just one of these topics.

Aside from the content of the discussion, the thing that impressed
me most shout the work session was that several people reacted to
Mr. Pogue’s paper and ha did not have a chance to reply, or he felt he
didn't need to. 1 wondered how Mz, Pogue could be so secm2 that he
could allow all that to go on without any apparent discomfort. He iizs
more self-control than I have.

The reactions to Mr. Pogue’s paper generally were good. I perked up
when panelist Fred Wilhelms (executive secretary, Association for
Supervision and Curriculum Development) broke his silence and in a
hostile voice declared that the whole present scheme for preparing
teachers had to be scuttled. He alluded to his work at San Francisco
State and indicated that not enough attention was being given to the
personal, selfhood needs of teachers-to-be. He spoke with feeling and
power. 1 was sorry that, when asked to clarify his position, he tem-
pered his language and eppeared more composed.

Of all the members of the panel, I reacted most to Martin Haberman
(director of student teaching, Rutgers). I sensed in him a feeling of
despair, of hopelessness, a feeling that institutional changs is so slow,
so irrational, so politically motivated that it would be dishonest to go
on saying to one another or implying to one another that what we said
or did at the Conference would make any difference beck home. He
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felt that we were deluding ourselves. I saw anguish in Mr. Haberman.
I wanted to hear more.

During the second work session we were given the opportunity to
hear from a panel of folks who are deeply involved in innovation.

Hugh Baird talked about the new secondary teacher education pro-
gram at Brigham Young University. He and his colleagues at BYU have
expanded and revised their ideas over the past three years as they
continue to bear down on the development of an individualized ap-
proach to teacher preparation. They seem to know how to use research
for feedback in program planning.

Jim Bixler of San Francisco State gave us a brief look at what hap-
pens when a segment of a college re::'y commits itself to work with a
school system on a social problem. 'i'.e SFS-Sausalito Teacher Educa-
tion Project demonstrates how teacher preparation can be aprlied to
the problems of the disadvantaged.

Fred McCarty helped us learn about the work of Merrill Harmin and
others at Southern Illinois University. Mr. Harmin has developed a
teacher education program focused on the personal values of the
teacher-to-be. Assuming that instructional decisions are expressions
of personal values, the college student planning to teach needs to be
confronted with his own values and the consequences of value decisions.

Lucille jordan told us about Atlanta’s plan for teacher development.
It became clear to me that, when a great schooi system is serious about
using its resources for teacher recruitment and preservice preparation,
something is going to

Bill Moore of University talked about teachsr preparation
from a different frame of reference. He, like Fred McCarty, talked
thmmmmuuummmmmm
ing arrangements. But instead of value cholces, he focused on problem-
solving skills, He said that the teacher is primarily a solver of instruc-
tional problems and, hence, an educational research worker. He went
on to describe the program of preparstion at Bucknell and how they
develop research competence.

Brooks Smith (Wayne State University} sketched for us what a
teacher education program would look like if the social arrangements
were changed, if the college and the school district saw student teach-
ing as a team experience. I noticed that he emphasized shared re-
sponsibility, shared involvement, and the sharing of feedback.

1 was most impressed with the diversity of ideas presented by this
panel. To recapitulate: a program stressing individualization, a program
dealing with a relevant social problem, a program confronting students’
personal values, a program using school system resources, a program




preparing research specialists, and a program using team concepts,
(See program descriptions in Chapter 5.)

Next, we heard reactions to ten short papers on *What I Think
Student Teaching Should Become.” (Ch, 4) Although the papers were
excellent, as good as you will find in the literature and more succinct, 1
was caught up in the physical complications of the moment—finding
the right paper about which the reaction panel was talking, deciphering
my notes written in the margins to see if I agreed with the speakers,
being distracted by others who were shuffling papers. I finally settled
down to listening. Sometimes I have to work hard to get myself to
work. I won't review the papers or the comments made by the panel.
They deserve better attention, But my one- or two-sentence summary
about each goes like this:

Kathleen Amershek pointed to the weakness of joint responsibility
in student teaching and suggested giving the entire responsibility to
the university and providing the institution with appropriate resources.

Margaret Ammons reviewed the responsibilities assigned or accepted
by personnel involved in student teaching and proposed a number of

L. O. Andrews spelled out a phased career scheme for laboratory ex-
periences, recognizing both differentiation of assignment and the de-
velopmental nature of teacher education,

Dick Collier gave a statement of policy on student teaching and
spelled out a responsible role for the state department of education,

Margaret Lindsey wrote a paper based upon an analysis of future-
teacher activity. She sees two new roles for the professional teacher:
educational change agent, and student of professional practice.

Hans Olsen called for flexibility in participation experiences so that
individual student needs can be met, College-school district collabora-
tion is required.

Bob Reynolds suggested en individualized approach to student teach-
ing which might follow college graduation. His paper supported James
Stone's idea of the establishment of Education Professions Institutes,
(Ch. 8)

Don Sharpe analyzed what institutions can and cannot do about
changing teacher preparation. He suggested that colleges identify and
train specific teaching behaviors.

Brooks Smith applied existential thought to student teaching and de-
cided that improvement requires more contact with the world of feel-
ing, of perceptual experiences, of self-discovery.

Joe Smith urged early student involvement in laboratory experiences
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to generate commitment and initiative. Programs of preparation should
follow commitment.

The next general session was keyed to Jim Stone’s paper, “One Step
Further.” (Ch. 6.) Listening to Jim, I wondered if he was getting tired
of playing the role of edncation professor in a university and the seem-
ingly endless fight for a voice in the faculty senate, for a place in the
sun for teacher education. Heaven knows we all have suffered through
the useless debates of methods vs. content and the simplistic procla-
mations of so-called scholars to the effect that “teachers are born, not
made.” Most of ns, however, have not had to endure the “slings and
arrows"” directed at teacher edncation that Jim has faced in California.

Would Stone’s proposed Education Professions Institutes have any
power or prestige with the people? With the academic community?
With the legislature? Would not the EPP’s have the same problem the
normal school had when it appeared?

Obviously, I am not sure that we can solve the problem of institu-
tional irrelevance by establishing another institution. I think we nesd
to make our present institutions become relevant.

The panel which followed Stone were mare polite in reacting to his
ideas than I would have been (or have been). Rather than speaking
directly to his proposals, each panelist seemed to have his own thesis
to present.

Thus ends Part I, what I heard at the Conference. Part II will be my
personal reactions.

Before raising some basic questions, I will tell you that I spent some
time at Bethel, Maine, last summer. You know, learning about me and
what makes me tick; working with others in a permissive and sup-
portive atmosphere. I ran into a young man there who had a real in-
fluence on me; he was kind of & nut on physical posture. As I talked
with him he would move around—and be loose, man. You know, easy
and loose. He got me interested in relaxation exercises, and we talked
and I practiced. And, man, he taught me how I have relaxed all my
life; for the first time I consciously knew about how I unwind. (Maybe
it's a bit late for me to learn abont those kinds of things.} I told my
daughter, a college student, about my summer experience, and she said,
“Sure, Pop, didn’t you know abont that? I learned that last year in
physical education.” Who ever heard of learning abont relaxation in
physical education? Not me.

I tell you this so you will know that, after reviewing all my notes and
rereading the conference papers, I decided I needed to relax. While in
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that suspended state, some simple qQuestions came to me and I want
to share them with you.

1. How do you help a person be a learner?

2, How do you confront a person with himself-—his values, his life
style, his learning style?

3. How do you provide appropriate feedback to others—to your
students, your professors, your superintendent, your state de-
partment person?

4. How do you build support systems so that people can risk?

5. What is success? How can you tell when you have it? What does
it feel like?

My guess is that answers to these questions, seriously taken, would
revolationize our educational practices and cause major changes in our
institutions and organizations.

You see, I am becoming convinced that our present line-and-staff
organizational arrangements are destructive of human beings and are
in the way of getting things done,

I am convinced that Frankie Beth Nelson was right when she said
we can dream up better social arrangements if we set our minds to it,

I am convinced that Gerald Saling (clementary principal, state repre-
sentative, Washington) was right, that given the present circum-
stances, change will not come easily; that bucking the system is dis-
couraging; that if you want to change education by using the power of
the state (political power) you had better get your citizens and your
legislature on hoard with what you are trying to do beforehand.

Thus ends Part II. I have entitled Part Ill-—-my assumptions and sug-
gestions—*The Last Part.”

It finally came to me, after reviewing the conference materials, that
the planners operated from three assumptions:

1. Student tesching, no matter how you define it, needs to be im-

proved.

2. The power of the state can be used to do something about im-

provement.

3. Somehow, some way, state departments of education should as-

sume leadership in improving student teaching.

If you agree with these assumptions and if you really want your
state education agsncy (SEA) to assume leadership, I have some sug-
ge:tiona. These suggestions come from an SEA man calling for your
help.

1, Use your influence to get some statewide conferences under way

to define the purpose of education, the nature of education, the
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public's responsibility for education. Every generation has to
redefine the role of the school for itself. (Personally, I like Herb
Thelen’s idea that the school should model the good society.)
Look into the budget of your state education agency. Where has
your SEA gotten its staff? How much is the staff paid? How are
SEA personnel regarded by school district and university facul-
ties? As you know, institutions usually deserve what they are
willing to pay for.

Look into the psychological support systems provided SEA
people. What sorts of group norms are imposed upon SEA per-
sonnel? Can they really swing?

Establish graduate internships in SEA’s. Have graduate seminars
meet regularly in the SEA office concerning state problems. Ex-
amine the possibility of joint appointments — part.time university
faculty member, part-time SEA supervisor.

Examine the SEA’s office organization in relation to the persistent
tasks and the temporary tasks involved in teacher education and
personnel development. For example, how does your SEA deal
with (a} program development in colleges, in school organizations,
in professional associations; (b) personnel assignment and utili-
zation, career p manpower development; (c} professional
practices and ethics?

Help your SEA staff be flexible and open. Make situations in-
formal. Insist that they be process-oriented.

Begin developing a new language for teacher education in place
of course titles, credits, and hours. The present language is
gobbledygook. Some of us are working at this very hard, It is
difficult to create a new language, and we need all the help we
can get.

Work to get your SEA involved in pilot project development. The
Education Professions Development Act is helping to bring this
about.

Work to make student teaching and personnel development legit-
imate expenditures for public funds. This may require the licen-
sure of student teachers and supervising teachers.

Share your ideas about student teaching with others, both in-state
and out-of-state. Keep your SEA people on board.
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The Revolution Explosion

Frankie Beth Nelson
Assistant Professor of Education
Queens College, New York

As an anthropologist, I am keenly aware that man, with his cultural
inventions, can conceptualize change in infinite forms. Some men in
different times and places have believed that change was bad, others
have ignored it, and still others have fashioned elaborate myths to
explain it. Only history can prove or disprove whether we are doing
the same because we value change and have deified it as a very abstract
and sophisticated god (whichever side we fall into from that temporal
divide in our society which separates those who remember when change
meant "progress” from those who induce it through “revolution”).

My own hopeful (but I hope not hopelessly Utopian) view is that we
may be the first men willing to try to live with change in a realistic
fashion and to deal with it with the tools we have already built and
the social inventions we have yet to devise. Obviously, I am not one
of the social scientists who rattle doom by saying that man has so
exponentially accelerated change that it has surpassed his capacity to
adapt to {or even cope with) it. I do not believe that we have capitu-
lated to chaos; I believe we are actually temporary victims of our own
good fortune. Victims unfortunately are characterized by their sub-
jection to meeninglessness, lack of commitment to the ongoing system,
and alienation.

In order to see what we are victims of, let us try to locate the source
of the revolntion explosion in our civilization.

Part of the corventional wisdom of anthropology is to look at tech-
nological change as the basic determinant of all other changes. In the
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way we think about it, technology sets off the revolutions that occur
in the economy, in politics, in art, in social organization, in the society’s
world view, even in the individual personalities within the society. In
our own society, when we search for the source of our revolution ex-
plosion we find it in automation {or cybernetics, if you prefer).

Automation has had, is having, will have a profound effect on some
basic questions of economics in our society. One of these questions is,
“Who does what?”’ Many people today are as yet unable to grasp the
first basic implication of automation for our future which is that a very
small proportion of the population is going to be required to produce
the things humans nesd. A war economy and a paradoxical “forced-
voluntary” removal of people from the labor market have shielded us
from the knowledge of the obsolescence of salaried employment. I
wonder, along with Michael Harrington, what would happen if *‘peace
should break out in Southeast Asia.” For the purpose of shocking you,
I suggest you contemplate the prospect that within a generation per-
haps as few as 5 percent of our populatiza will be able to produce the
material goods necessary for our existence. I do not believe we will
be able to hide behind the curtain of ignorance until the other 95 per-
cent are on the welfare rolls, although we certainly are not free of the
gentiment that “if they really wanted to work, they could get a job.”" 1
am not seer enough to predict just how we drones will be supported
while the other 5 percent work to provide for us, but I would like to
suggest some alternatives before the day we have a manpower statistic
of 5 percent producers, 47.5 percent relief recipients, and 47.5 percent
social workers — the day, that is, when the strike is over and the case
load is reduced.

All social systems face the problem of allocating their resources.
Simple hunting and gathering societies expediently distribute their
usually sparse resources on the basis of kinship. Since all the people
of such a society live together and all are kin to one another, all share
in the hunter's bounty. Among the pre-European Australians, accord-
ing to Raymond Firth, a hunter divided a kangaroo, giving the left hind
leg to his mother, the tail to his father’s brother’s son, the loins and fat to
his father-in-law, the ribs to his mother-in-law, the forelegs to his
father's youngest sister, the head to his wife, keeping the entrails and
blood for himself. Doubtless, he wished his brother well so he could
collect his own rump roast.

As man’s technology grew more sophisticated when he invented
agriculture in the river valleys of the Nile, Tigres-Euphrates, and the
Indus, he also evolved a new distribution mechanism which ailocated
resources by bringing them into a central store from where they were
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redistributed. Neolithic Man did this by inventing gods that required
sacrifices of their crops or some portion thereof. Those of you who
have read V. Gordon Childe’s Man Makes Himself know how the gods’
clerical armies ate the sacrifices while they invented writing, arith-
metic, defense systems, irrigation systems, and even monarchs — con-
verting the farmers’ surplus into the foundations of this globe’s civiliza.
tion. Much later, man invented the market economy, but recently we
seem to have depleted the elaborate mythology of supply and demand,
gross national product, disemployment, and other select jargonese of
the economists. We seem, indeed, to have returned to a redistribution
system, whereby symbols of our resources are gathered in by the clerical
army of the Internal Revenue Service and redistributed to the poor by
an army of social workers,

This brings us to the second basic economic question, “Who gets
what?” We seem, in the curious indirection of our political system’s
social decision making, to have decided not to let the population starve,
as witness the recent furor over reports of starvation in some rural
counties, but we seem to be unable to accord any dignity to those
whose lives we save.

We, too, have an embarrassing surplus that boggles the logic of
today’s market economy to solve, The more goods we produce, the
more profit the managers have t0 invest in devices that do away with
human Jabor, the more labor is displaced to join the ranks of the unem-
ployed, resulting in fewer consumers who are able to consume the
goods the machines produce. Our over-producing society is slowly
coming to realize that our shortage is not products but consumers. So,
we divert an unbelievable amount of manpower to creating the desire
to consume and reap the curious results of insurance companies paying
for the products tsken in riots that were accidentally made attractive
to a group who cannot afford to buy the goods but who the producers
require to have their products consumed. So we go on pretending that
our resources are so scarce we can give them only to those on salaries
wbo work hard at a job to acquire them. This sort of social calculus
may have motivated industrial man to work hard, but the amazing
reality that some economists are beginning to whisper, that tops even
the unbelievableness of the 95 percent unemployment figure, is that
money is obsolescent,

Money, according to some economists {especially that contemporary
Amos, Robert Theobald), is a rationing device for allocating and dis-
tributing scarce resources. We already see signs of this impending
phenomenon among the still enfranchised middle class in the form of
extensive credil. A student of mine, recently employed as a sales
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clerk at Macy's, reports that she worked there for three days before
any cash passed through her hands. Research reports that we can
soon witudraw amounts by telephone through an electronic device that
can recognize one’s voice more accurately than bank clerks identify
signatures. Some social philosophers who are aware of this state of
affairs ask, “Might we not want to regard minimal nutritional materials
as, let’s say, a public utility?’ I don’t think that many of us believe we
should answer “Who gets what?”’ with a reply that would give less than
enough to sustain life for everyone, Yet, is merely sustaining life to
l;e o&:r goal? What is the quality of life to be sustained? And who
ecides?

I happen to be from a time and place which experisnced much of the
irrationality of distribution of resources. The rural community that I
grew up in had scarcely survived the Depression, with its cattle-
slaughtering, plowing-under, and the introduction of scientific farming
{when any damn fool knew you should plant your crops by the signs
of the moon, go to church when it doesn't rain, and plow a straight
furrow). We evan survived World War 1I, which recruited the damn
fools to build or fly airplanes and they somehow strayed off to all the
Levittowns around the country. A more severe crisis followed soon
after in the form of a rich oil pool which somewhat irrationally created
millionaires virtually overnight, They were the lucky ones who had a
paper that said they owned the dry air, the prickly pear, and the plumb-
sorry ground above that pcol of oil. ‘I recall that our closest neighbor
was made to look most ridiculous to people outside our small folk
society when Time magazine printed what she said to a smart-alecky
reporter. He had asked her what she planned to buy (presumably with
her almost-one-million). She answered candidly that she’d like to have
new kitchen linoleum. I remember her, especially, because she harbored
a particularly dogged belief that her children had never amounted to any-
thing because “We're so poor.” Some of her children later led very
interesting lives once they did not have to invest their energies in
hiding behind the excuse of poverty. So, too, I believe that entire
societies can choose to whine. But I would like to see our society give
up its excuses, its pathological defenses, and move into the courage
of devising new ways to motivate people. Nobody with any sense ever
went to the marketplace to find humane values. Although, on recon-
sidering, I would not be surprised if the marketplace did not spawn
the single most dominant value of American society: the commitment
we have to the value of hard work.

I am reasonably sure that Wallace's supporters are those who truly
believe that if people really wanted to work they could get jobs and
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not go on welfare. These voters are, I suspect, the very yeomen that
Jefferson envisaged as intelligently running their democracy. How can
this yeomanry be disabused of what they really know — that hard
work is a value and is a good thing? I am not brave enough to tell the
Wallace supporters that they are overly committed to a currently dys-
functional sentiment about hard work. Nor am I belittling the effective-
ness of the idea in motivating people to do the tasks that had to be
done in order to build our great society. Is there a way to get people
to “go along” and do the society’s tasks without indoctrinating them to
slogans about hard work? In our age of revolution we tend to deplete
the social utility of any slogan and its attendant ideology long before
we discover its flaws of logic, truth, and beauty, e.g., the eternal
verity of hard work. Since Jefferson’s yeomen seem irrelevant to our
dilemma, let’s move forward to a supposed golden age of our Western
civilization. Robert Theobold and Gerard Piel favor ancient Greece as
a model for self-employment, where every citizen went to the senate
to deliberate on the political questions of their day while their slaves did
the drudgery. Our drudgery could be taken over by machines if we
choose to free man from labor. I have wondered if those ancient sena-
tors ever talked about the negative income tax, because their political
system was eventually overthrown by the slaves, who were denied
participation and had no motivation to perpetuate the social system.
So, "Who gets what?”, while perhaps not solely an economic question,
takes on less importance than the political Question of *Who decides
who gets what?” The education department of my college is currently
learning from the events in Ocean Hill-Brownsville which our political
science department had the courage to set in motion in order to gener-
ate saome new solutions. This while the education department had been
sputtering about cultural deprivations, public rather than formal lan-
guage, and cognitive deficiencies.

One of the major preoccupations of social scientists today is un-
covering the evidences of the paternalistic deceits [unintentional and
unaware, to be true} that have clouded the essential exploitiveness of our
social system. I trust these deceits were a function of scarce resources
when money was a rationing device and will be laid aside now that we
do not need to play counting-out games. The school’s favorite counting.
out game of scientific testing is due, I predict, for a great deal of rude
scrutiny by some newly enfranchised parents who fortunately were
never thoroughly socialized into the scientism of the logic that ability
to distinguish between green squares and red diamonds should de-
termine one’s adult chances to live the good life. One can ouly mourn
that the winners of the political struggle for the good life have 8o little
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of substance for their reward. I am not opposed to science teaching in
the schools — any informed citizen must know a great deal about it.
Yet, could not our schools also address themselves to the “good life”?
And I do not mean the imposition of a single ethnocentric group's
definition of it that gets reflected in art and music appre.iation courses,
based as they are on the notion of relieving excessive leisure. And
please do not dismiss my idea as that of an eccentric Utopian who en-
visages a legislated, proletarian art renaissance. (As a refugee from folk
society, I do not share the romanticism that arts and crafts make people
any better. Rumplestiltskin comes to mind as a weaver with a rather
mean reputation.) Yet, hopefully I cherish the idea that some partici-
pstion in the arts might be the link between our hard work ethos cum
drudgery and the pleasure of *“work” for individual fulfiliment and
satisfaction. Would that the schools could restore the early Progres-
sive’s notions about expressiveness and creativity. At best we might
develop an aesthetic environment commensurate with our technology
and at worst make people look twice at the trash they acquire from
the machines.

Lewis Mumford has spilled polemic enough to convince us of the
cheapening effect of humaneness in the congested megalopolis, where
crowding prevents firsthand participation; but I would say that, with
social sciences such as urban ecology and ekistics, why not plan en-
vironments that would foster 8 wide range of aesthetic pursuits con-
sistent with the liberated drudge’s developing interests — such as Hov-
ing’s introduction of bicycle riding in New York?

Although not all of today’s social scientists would share my vision
of everyone doing their own thing, we all concur on the short-range
future that awaits us, which is membership for the individual within
a large, formal, complex organization. There is a growing outcry by a
group of neo-Populists who are asking interesting questions, such as:

“Why must such organizations be so bureaucratic, authoritarian,
and mean in their denial of human dignity, both to their members
and to clients?”

"Why cannot organizations be flexible? Give early feedback of
malfunctions?”

*“Why can't steep hierarchies be done away with?”

“Why can’t people be organized to give them psychological space
and autonomy to develop their own intelligent response rather
than be stifled by a supervisor's?" .

14




T T AT A

The neo-Populists cite research studies that overwhelmingly indicate
higher performance whenever supervision is minimal or absent.

Community development activities around the globe are aimed at
revitalizing the apathetic poor who have resigned from involvement
where the Establishment has proscribed their participation.

As I have reviewed this literature I am struck anew with how un-
congenial the bureaucratic model of social organization is to Ameri-
cans. Bureaucracy is the product of the military, and we all know that
Americans are largely products only a generation or two removed from
isolated homesteads. Qur past history is ample testimony for our dis-
taste of authoritarian control. I suppose we got trapped into the bureau-
cratic morass that threatens our savoir faire as a civilization today.
Because of our ignorance we succumbed to the myth of the expertise
of the experts. Today, however, the prospect of computer utilities
means that no one expert corners the market and the power of knowing
something no one else can—I'm sure you all know bureaucratic virtu-
osos whose thralldom consists of knowing whom to call in the finance
department to locate a piece of paper lodged in someone’s in basket.
Too often the experts have only imposed their own limited view to
the impediment of new ideas. Personally, I feel that such is the case
in education—that young teachers tumed loose to innovate are more
successful in the Teacher Corps because they don't know enough to
realize that the Establishment believes certain things are impossible.

About all I can say of the world view that is to come from the auto-
mation revolution is that it will have to be kept open-ended to account

for our unfinished and unpredictable future. We will probsbly never

again know the comfort of a metaphysical philosophy and will always
live with the relativity of truth, This means that we will have to relin-
quish our myths about the eternal verity of our present sentiments
concerning hard work, thrift, sex, private property, and cleanliness.

Which brings us to the individual. Some avant-garde psychologists
today believe that man cannot survive in the environment he has cre-
ated without a fundamental change in his nature. What kind of indi-
vidual personality traits will be most functional in our automated age
of vast leisure, unlimited resources, and shifting truth? We know that

the new man will change easily, that he will have to live in closs '

contact with our burgeoning population, that he will have to have the
courage to change organizations rether than permit the organizations
to enslave him (which suggests the old antiauthoritarianism of the
earliest Americans), and above all, that he will be educated. His edu-
cation, I believe, will have to make him far more logical and highly
skilled in symbolic manipulation than most of mankind today.
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More important, he will have to use these gkills to build the meaning
within his own inner resources that the meaningless world will have
for him. He will have to delve further into his consciousness than any
man before ever has. I suspect he will indulge in introspection more
than Americans ever have before—indeed, this will be a new departure
for our society of action. He can no longer indulge himself in action
without contemplating its meaning. Especially, he will have to desist
from the action that up until now has distracted him from full self-
awareness and self-fulfillment. In other words, individual man will
have to motivate himself by generating his own involvement in what
he perceives as being important for fulfilling himself. 1 believe with
Robert Stone that in this way he will not have to "disappear into the
grim fantastic” but can reach his true measure for humanity.
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CHAPTER TWO

Student Teaching:
The State of the Art

E. Gragham Pogue
Director of Student Teaching
Ball State University, Indiana

Formal education in the United States is a tremendous enterprise. It
represents the major effort of an extremely wealthy and complex
society to maintain its status and to achieve its aspirations. Each year
over two hundred thousand new teachers are needed to keep this enter-
prise operating. Obviously, the quality of these new teachers has much
to do with the effectiveness of formal education. These new teachers,
along with their colleagues, exercise almost complete discretionary
authority in determining how our children shall be educated. Their
decisions and actions determine whether the immense expenditure of
time, effort, and money on our school system is a good investment or
merely an irrelevant and outdated ritual, tolerated because schooling
is thought to be good for our children.

The education of teachers, then, merits the concern and effort of our
most thoughtful people. Possibly no other social enterprise is so crucial
to our continued well-being as a nation in the modern world.

Of all the components of a teacher education program, the element
considered most vital and essential is student teaching. Follow-up
studies of beginning teachers reveal that student teaching was the most
valuable course in their preparation programs. Superintendents and
employing officials look to the student-teaching record as a major factor
in the selection of new teachers. State licensing boards for teachers
universally require student teaching as a part of their certification
standards. The American Association of Colleges for Teacher Educa-
tion and the NEA’s National Commission on Teacher Education and
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Professional Standards have made major efforts to improve programs
of student teaching. Even such diverse critics of teacher education as
James Conant and James Koerner agree that student teaching is a nec-
essary element in a good teacher education program.

As flattering as it may be to work in a program of high social merit,
most directors of student teaching realize they are facing some very
difficult problems. It is these problems and the efforts of institutions
to cope with them that are the subject of this paper. The order in
which 1':e problems are listed has no particular significance. They are
presented in the approximate order they arise as one becomes more
deeply involved in the student-teaching program.

Problem 1. What Is a Desirahle Sequence of Student-Teaching
Experiences and How Can It Be Scheduled?

Student teaching is a rather disruptive element in the college or
university schedule. Most institutions of higher learning schedule
classes for one hour, with occasional laboratory periods of two or three
hours. Until recently, institutions tried to make student teaching con-
form to this schedule. Students were assigned to classes in a nearby
school for one period each day. They hurried to their student-teaching
assignment, tatight the class, and returned to the college for their next
class. This plan had the merit of causing a minimum disruption of the
college schedule. Although some institutions continue to follow this
pattern, it has been generally condemned as deficient, if not actually
misleading, in that it does not provide the student with an adequate
concept of his role as a teacher.

Most institutions have met this problem by adopting what is called
a “block plan” or “professional semester.” ' In this arrangement the
student is freed from other college responsibilities and spends a pe-
riod that varies from four to eighteen weeks participating all day in a
student-teaching assignment. Such a program is generally regarded by
those close to student teaching as vastly superior to the “run-in-and-
run-out” plan described above.

Student teaching is generally scheduled during the senior year. In
the opinion of most student teachers and professional educators, the
experience should come earlier in the curriculum. When taken earlier,
it helps students decide whether they really want to be a teacher and
motivates and directs their subsequent study. A number of logistic

1 For more precise data, see: Jokason, James A, “A National Survey of Student Teaching Pro-
gratas,” U. 8. Department of Heslth, Education, and Welfare, Office of Education, Buresu of
Ressarch Projsct No. 0-8152, Grant No. OEG 3-7-008182-2030: 1000
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considerations make this difficult to accomplish. If anything, the
tendency has been to delay student teaching until after the completion
of four years of college study.

The value of many experiences with children and young people prior
to student teaching has long been recognized in teacher education.
Some normal schools introduced such experiences as a part of the
preparatory program almost a century ago. It remained, however, for
the Flowers report, sponsored by the American Association of Teachers
Colleges [subsequently the AACTE), to elaborate the need for a sys-
tematic sequence of direct experiences with young people in school
and community settings as an essential part of the teacher education
curriculum.? In this report, "'professional laboratory experiences” was
used as an inclusive term to designate all the direct experience with
children, youth, and adults that should be provided for students pre-
paring to teach. Student teaching became only one aspect of the se-
quence. The terms prestudent-teaching experiences and poststudent-
teaching experiences were introduced with obvious denotations.

The vigorous efforts of the AACTE and the Association for Student
Teaching to implement the recommendations of the Flowers report
were effective in bringing about some fairly substantial changes in the
program of professional laboratory experiences. The major develop-
ments may be symmarized as follows:

1. Laboratory or campus schools were utilized more intensively for
prestudent-teaching laboratory experiences and much less com-
monly for student teaching.

2. The movement toward scheduling student teaching as a full-time
experience over a period of weeks and away from one- or two-
hour daily assignments was accelerated.

3. Community agencies and neighborhood schools were used to a
greater extent for prestudent-teaching experiences.

4. Relatively minor advancements were made in poststudent-
teaching laboratory experiences.

About the same time these changes in the sequence of professional
laboratory experiences were taking place, the Ford Foundation launched
the Arkansas Experiment to promote fifth-year internships for prospec-
tive teachers. This program was conceived as a substitute for, rather
than an addition to, the sequence of laboratory experiences advocated
in the Flowers report. Without reviewing the ideological conflict that

? Flowers, John G., cheirmap. School end Community Laboratory Experisnces in Teachsr
Education. Oneonts, N.Y.: American Association of Teachers Colleges, 1948. 261 pp.
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was waged over this plan, it is worth noting that several teacher edu-
cation institutions developed internship plans during the Depression
years of the 1930’s when there was an oversupply of teachers. These
programs followed a regular student-teaching experience and were |
viable as long as there was a supply of unemployed prospective teach- a
ers willing to work for a small stipend with the expectation that the
experience would enhance their opportunities for employment in fol-
lowing years. No supplementary financing was needed. With the ad-
vent of World War 11, these programs were discontinued for obvious
reasons.

Today there is widespread acceptance in professional circles of the
need for internship programs in the preparation of teachers. There is
less agreement as to how such programs should be fitted into the total
sequence of professional laboratory experiences. Some doubts exist
t ; as to the feasibility of internship programs of sufficient size and scope
to accommodate the large number of new teachers needed in our
.s schools each year.

, Several teacher education institutions in Michigan have developed
r ‘ internship programs ag an integrai part of an extended sequence of
: laboratory experiences.® Most of these programs have been developed
for students preparing for elementary teaching. Difficulties are en-
: countered, both in scheduling and in placement of the interns, when a
similar sequence of laboratory experiences is being designed for large
numbers of students preparing for teaching in secondary schools.

Most internship programs at the secondary level are small, rather
heavily funded operations designed to encourage liberal arts graduates
without preparation in professional education to qQualify for teaching
positions. As these programs expand in size they become difficult to
manage. When it becomes necessary to place interns at some distance
from the college campus, the problems of providing for adequate super-
vision and related professional study become quite complex. The State
of Wisconsin appears to be an exception.

The Wisconsin Internship Program deserves careful study.* The
number of participants in the program has grown markedly in the past
: | few years. Some reports indicate that the internship takes the place of
‘ , student teaching. If so, the plan for supervision of these interns and
the necessary compromises in the execution of this plan need to be

3 Nash, Curtis, snd Alterman, Rolland. “The Central Michigan University Project Presenta-
tion.” Research ond Professional Experiences in Teacher Education. Bulletin 20, Cedar Falls,
Towa: Association for Student Teaching, 1042. pp. 58-50

4 University of Wisconsin, Madizon. {
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examined. Perhaps it represents a model of statewide cooperation in
teacher education that other states might emulate.

The value of an extended sequence of professional lahoratory expe-
riences is clearly recognized by those who work intimately with stu-
dent teachers. The practical difficulties in developing a satisfactory
sequence have tested the ingenuity of those responsible for the program,

Praoblem II. How Can the Efficiency of Learning in Professional
Laboratory Experiences Be Increased?

The increase in scope and sequence of the professional laboratory
experience program described above is not without its hazards. The
time spent in these experiences may be vastly out of proportion to the
actual learning that takes place. It might be possible to develop simu-
lation devices which not only would reduce the amount of time de-
voted to professional lahoratory experiences but would also give
greater agsurance that the desired learnings have taken place. If so,
how and where should these devices be iused in the professional
laboratory experience program?

Institutions that have hoped to solve part of the problem of pro-
viding professional laboratory experiences by installing closed-circuit
television to pipe actual classroom situations into college classes have
generally heen disappointed with the results. Better results have been
obtained with video tapes or motion pictures presenting problems to
which the students must react. The Oregon project for sequential
showing of classroom scenes in terms of the viewer's response appears
to have merit, although beset with some technical difficulties.® The
Science Research Associates Simulated Teaching Packet may have
value for promoting in-depth study and reaction to an ongoing clags-
room situation.®

The Stanford University Microteaching Project for the development
of specific teaching skills comes near to the reality of classroom teach-
ing” Students have the opportunity to practice certasin identified
teaching skills with a small number of pupils. Video-tape replay per
mits them to study their performance and to attempt to improve their
next presentation. The rationale of microteaching is in marked contrast

% Twelker. Paul A, “Simulation Applications in Teacher Education.” Sslem: Oregou State System
of Higher Bducstion, Teaching Resesrch Division, nd. 22 pp. (Mimeographed)

¢ Teaching Problems Laboratory. Chicago: Science Research Associates,

7 Kallenback, W. W. Microteaching a8 g Teaching Methodology. Conference on Instructionsl
Methods and Teacher Behavior. Laboratory for Educationsl Remesrch Development, 1088,
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to the beliefs of educators who are more heavily committed to the
attitudinal and emotional aspects of teaching, but it may be possible
to effect a combination of these seemingly contradictory points of view.

At this stage of our professional development, simulation techniques
offer great promise, but their actual utilization has not progressed
very far.

Problem INl. How Can Satisfactory Facilities for
Student Teaching Be Provided?

As noted above, few, if any, teacher education institutions conduct
their student-teaching programs in campus-controlled laboratory
schools, Instead, the assignment of student teachers has been to an
ever-widening circle of public and private schools around the campus.
It is now quite common for student teachers to be assigned to schools
one hundred or more miles from the college or university they attend.

On the whole, this move has been very beneficial to teacher edu-
cation. The most valuable outcome has been to demonstrate to a large
segment of the teaching profession that the responsibility for teacher
education is not confined to institutions of higher education alone but
is a responsibility that must be shared by the entire teaching profes-
sion. Some of the benefits derived from the greater awareness of this
responsibility have been (a} greater interest and efforts by professional
organizations to improve the quality of teacher education programs
in the colleges and universities; {b} more encouragement by classroom
teachers and guidance workers of high school graduates with good
teaching potential to attend institutions with high-quality teacher edu-
cation programs; (c} local efforts by supervisors and administrators to
improve the quality of the student-teaching programs in their schools;
and (d) greates recognition at the local level of the need for better pro-
grams of in-service education for the student teachers as they move on
into their first year of teaching.

As the radius of the student-teaching area has increased, there has
been much overlapping of areas where two or more teacher education
institutions have assigned student teachers. It is not at all unusual for
ten or twelve such institutions to be using the same public school
system. This creates some problems.

First, lack of continuity develops in the use of supervising teachers.
Usually school officials accept student teachers on a first-come, first-
served basis. Consequently the colleges are not able to maintain a
stable corps of supervising teachers. There is little opportunity for
supervising teachers and college representatives to learn to work
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together comfortably and effectively. The college representatives j 3
experience great difficulty in making any effective impact on the : .
quality of the student-teaching experience.
In addition, the programs of student teaching vary a great deal from
one institution to another: the starting dates, the number of weeks to
be spent in the school, the rate of pay for supervising teachers, the
recommended procedures for conducting student teaching, the philoso-
phy of supervision, the amount and quality of prestudent-teaching
laboratory experiences, the amount and quality of supervisory assis-
tance provided by the college or university, the educational qualifica-
tions required of the supervising teacher — all these aspects and many
more. To quote from a recent national survey:

Student teaching assignments range from 6 weeks at some
schools to 18 weeks at others; total clock hours spent in student
; teaching range from 180 hours to over 500 hours; payments to
cooperoting teachers range from nothing to several hundred dol-
i lars per student teacher; some institutions would not think of
having graduate students supervise student teachers whereas at
othg: insgitutions over 90% of the supervision is done by graduate
students.

This diversity leaves conscientious school administrators who desire
to provide high-quality student-teaching experiences in a quandary.
How can they conduct a good orientation program for student teachers
when students report from different colleges and universities on dates
that may be strung out through the entire semester? How can they
conduct an in-service program for supervising teachers when the expec-

tations of the officials in the preparing institutions differ? How can they
k explain to a supervising teacher why he receives for his services less
than half the émount paid to the teacher next door whose student °
teacher comes from a different institution? What action should be
taken when a student teacher is failing to perform satisfactorily? From
the viewpoint of the public schools the situation appears chaotic.

As student-teaching programs have spread out to include more and
more schools, the need for rethinking our organization for student
teaching becomes more critical. It is obvious that a cooperative effort
is needed. But how is this cooperation to be achieved?®

? Jobnson, op. cit., p. 52.

? Joint Commitiee on State Responsibility for Student Teaching. Who's in Charge Hers? Fixing
Responasibilities for Student Teaching. A Discussion Papsr. Washington, D. £.: National Commis-
sion on Teacher Education and Professivnal Standards, National Education Association, 1088,
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Problem IV. How Can Adequate Supervision from the
Colleges and Universities Be Provided?

As noted earlier, supervisory loads of the college or university
representatives may vary from less than five to nearly one hundred
student teachers. In fact, some college supervisors make no pretense
of visiting their students during their student-teaching assignment.

Furthermore, the arrangements for supervision may vary a great
deal among the institutions assigning student teachers.. At the most
general level, one college coordinator visits all student teachers from
the institution in a given geographical area. He may have his residence
on the campus and drive to visit his student teachers, he may have a
permanent residence in the geographical area he serves, or he may
take up temporary residence at a student-teaching center during a
period of student teaching.

At a more specialized level, special subject supervisors visit and
supervise only those student teachers in their area of specialization.
Usually these supervisors reside on the campus and drive to visit their
student teachers. {Conant has used the term clinical professor to
apply to these supervisors and endowed them with almost supernatural
powers and instant status which, if realized, would solve many prob-
lems of teacher education. His recommendation may be similar to our
tendency to envision the all-wise guidance worker as the ultimate
solution to all problems of common school education.)

Sometimes general supervisors and special subject supervisors work
cooperatively. In such cases, the general supervisor usually takes over
the administrative responsibilities for the program and the special
supervisor makes one or more visits to the students majoring in his field.

Finally, the practice of team supervision is coming into favor in
some institutions. In this plan, a team of specialists made up of repre-
gentatives from the fields of methodology of teaching, educational
foundations, the subject disciplines, psychology, and others work
together to improve the work of the student teacher and classroom
supervising teacher.

The problem of the director of student teaching is twofold. First,
he must secure supervisory personnel qualified to work effectively
with student teachers. Then he must arrange to use their services
efficiently.

Securing qualified personnel presents some difficulties. While many
capable individuals enjoy working with student teachers, the realities
of the supervisory work often discourage them, In the first place, either
they are forced to spend much of their time driving to and from
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schools situated at some distance from the campus or they are com-
pelled to take up residence at a center away from the campus and to
sever their other connections with campus life. If their loads are
heavy, they develop feelings of ineffectiveness, guilt, and lack of satis-
faction with their job. After a short time they seek positions teaching
classes on campus or go in for the more heady opportunities in the
world of government or foundation grants.

The problem is accentuated by the low status sometimes afforded
student-teaching supervisors on college and university campuses.
Supervision of student teaching is often relegated to doctoral students.
As these candidates complete their degrees, they are inclined to look
askance at opportunities to supervise student teachers at institutions
trying to uphold the status of these positions. Those who do go into
supervision often find that little reward comes from being a good
supervisor. The mote visible research, writing, and promotional activi-
ties hold far greater opportunities for professional recognition on a
college or university campus.

There are, of course, a great number of public school st pervisors
and administrstors who would make excellent supervisors of student
teachers. But unless they are ready to retire, the realities of status on
the campus and the compensation deriving therefrom act as deterrents
to securing the services of these potential supervisors.

Arranging to use supervisory personnel efficiently is a major prob-
lem of the institution. If supervision is to be done from the campus,
a great deal of the time of relatively well-paid personnel is consumed
in driving to and from the studeni-teaching assignments. To the degree
that this supervision becomes specialized, the time wasted in travel is
increased: instead of one supervisor traveling to the school in which
student teachers are assigned, three or four specialized supervisors
may need to make the same journey.

A further problem in the efficient use of personnel develops in
determining what the role of the supervisor should be. If this role is
conceived to be that of working primarily with the student teacher,
then he must return term after term with little permanent improve-
ment in the student-teaching situation. Greater efficiency and long-
term benefits would appear to accrue from his working with the class.
room supervising teachers and administrators. In most cases, the
supervisor probably does a little of both. This is an area, however, in
which role expectations are not clear. Expectations vary from school
to school and from one college campus to another. The role of the
college supervisor needs to be clarified.
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Problem V. How Can Student Teaching Be
Adequately Financed?

Good programs of student teaching are relatively expensive. Costs

include payments to supervising teachers that may vary up to several
hundred dollars; salaries of college and university supervisors which,
with reasonable supervisory loads, will amount to more than $300 per
student; travel expenses for supervisors and occasionally for student
teachers; in-service workshops and conferences for supervising
teachers; printed guidebooks and other materials for use in the pro-
gram; and administrative overhzad. The teacher education institution
must determine how much it is willing to spend on the student-teaching
: program and how the funds are to be obtained.
{ Opinions differ as to the appropriate source of funds for the conduct
of the student-teaching program. Some would contend that the public
is the beneficiary of good programs of student teaching and, conse-
guently, that the program should be largely subsidized by public funds.
Of course, such funds are usually not available to private institutions.
Recognizing the apparent injustice of this situation, a few states bypass
the teacher education institutions and appropriate funds directly for ;
the support of student-teaching programs. The issue involves some )
philosophical questions as to the nature of public and private responsi-
bilities in our society which are as yet unresolved.

In practice, most institutions derive funds for student teaching in :
whole or in part from student fees. This practice is justified on the ’
premise that it is the student who benefits in terms of additional
income in later life.

Fees may be imposed either as a regulatory device or as a means of
defraying the high costs of student teaching. When used as a regula-
tory device, it is customary to impose a nominal fee of from $25 1o $50 :
in addition to regular tuition fees to prevent such practices as enrolling i
in student teaching with no intention of entering teaching, transferring é
to the institution for a short time to take student teaching because the ?
costs are higher at the institution of original enrollment, and capricious- -
ness in withdrawing from student teaching a short time before the term
begins. Where student fees are imposed primarily to defray the cost
of the program, it is customary to charge the student the amount paid
to the supervising teacher, in addition to the regular tuition.

For the most part, student-teaching programs have not been recipients
of federal funds. Only 40 of 847 institutions participating in a recent
study reported receiving grants for research in student teaching during
the past two years. The mean amount received by these 40 institu-
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tions was $61,430. This figure may increase if funds are appropriated
for implementation of the Education Professions Development Act.
But until such time as funds are forthcoming, it is likely that individual
state governments will have to bear the cost of any major thrust to
improve the quality of student teaching within state boundaries.

Problem VI. What Can Be Done To Improve
the Student’s Teaching?

In practice, much classroom supervision is carried on by intuition.
The efficacy of this supervision depends almost entirely on whether
the intuitive capabilities of the supervising teacher and college super-
visor are appropriate for the situation that exists, To overcome the
rather haphazard quality of supervision that results, two contrasting
theories of supervision have developed.

One theory would hold that teaching is subject to scientific analysis.
Early attempts to apply this theory led to the development of innumer-
able checklists and rating scales to indicate the presence or absence
of some element that was thought to be essential to good teaching.
For the most part these elements were normative and produced instru-
ments of very low reliability and validity. Recently, attempts have
been made to develop new concepts that are descriptive of what
teachers actually do in the classroom. Much attention has been focused
on these relatively new tools for intellectual analysis of classroom
teaching.

As yet, these newer concepts have been little used in the supervision
of student teaching. Flanders’ technique of interaction analysis is
perhaps the most widely known and simplest to use. A recent survey
shows that it is used “a good deal” or “‘extensively” in only 10 percent
of student-teaching programs.” Utilization of Taba’s ‘teaching strate-
gies” is reported as only 5 percent for similar categories. While no
figures are available, it is likely that Smith’s “logical aspects” and
Bellack's “teaching moves” have seen liitle practical application in
student-teaching programs. As yet, the potential of scientific an-lysis
of teaching appears to be largely unrealized in student-teaching
programs.

In contrast to the scientific-analytic study of teaching is the approach
that emphasizes the uniqueness of teaching situations. It places major
emphasis upon the emotional aspects of teaching. Given a teacher

18 Johnson. op. cit., p. 25.
1 Jolnson, op. cit.
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with strong commitments to the potentialities of the learner, to the use
of intelligence in solving problems, to the need of children for emo-
tional support, to the importance of what is being taught, to the con-
viction that teaching is the most important profession in our society —
given this strong drive to use the teaching situation for the benefit of
the pupils — the teacher will find many more ways to achieve his
goals than could possibly be taught him in the study of the science
of teaching.

This point of view leads to a different emphasis in the supervision of
student teaching. Supervisors with this point of view place little stress
on methods of teaching. Instead, they are concerned with the feelings
and emotions of the student teacher. They lead the student to examine
the feelings that underlie certain teaching behaviors. They try to pro-
vide experiences that will lead to greater empathy with pupils. In
short, they try to produce in the teacher a dynamic force which reacts
upon the personalities in the classroom in many unforeseeable and un-
predictable ways to help the pupils grow into more effective human
beings.

Which of these two contrasting viewpoints of supervision is more
effective? We don’t know. Perhaps it is merely a matter of sequence.
Until the motivations, the emotional aspects of teaching, are harmo-
nized within the student teacher, a more scientific-analytic study of
the teaching process is not likely to be fruitful. After this has been
accompligshed, the student teacher may eagerly seek all the scientific-
analytic help he can find.

Problem VII. How Can the Student-Teaching Program Be Utilized
To Bring About Innovation and Change in Educations] Practices?

In theory, our most intelligent critics and students of education make
. up the faculties of our teacher education institutions. Prospective
teachers studying under their tutelage should learn new and better
ways of teaching. Student teaching should provide the opportunities
to test these ideas in practice. How well are we accomplishing this
objective in student teaching?

Most student-teaching programs probably tend to be quite conserva-
tive and to reinforce the status quo in educational practice. These
aspects of the problem need consideration:

First, student teachers are usually placed with supervising teachers
who are considered to be good teachers. These good teachers are
encouraged to, and to some extent do, give the student teacher some
degree of freedom to try out his own ideas and to develop a style of
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teaching fitted to his individual personality. In practice, however, the ‘
range of variation from the established pattern of the supervising :
teacher is likely to be quite limited. Both the student teacher and the - ’ |
supervising teacher feel more comfortable and get along more harmoni-
ously when they use similar classroom procedures. The result is a
tendency to reinforce established teaching practices.

This is not to say that no changes are introduced by means of stu- j
dent teaching. Many supervising teachers like to have student teachers. i
They say, "I get so many new ideas and can keep abreast of new de-
velopments in my field.” Nevertheless, the fact remains that student
teachers, by and large, tend to imitate their supervising teachers.

A second type of problem arises when an attempt is made to intro-
duce new subjects into the school curriculum. The schools can find
few qualified teachers for these subjects. The teacher education insti-
tution, in turn, is faced with the dilemma of finding good supervising
teachers in these subjects with whom to place their student teachers.
The resulting stalemate tends to retard the development of many
highly desirable programs. Very few states have agreed upon a pro-
cedure for eliminating this bottleneck.

At a more fundamental level, student teaching is the victim of the
educational system. Schools are ongoing institutions with fairly well- !
defined role expectations that new teachers must be prepared to fill.
But what if the system itself is faulty? Some believe that the school
as we have known it is simply not an effective organization for edu-
cating deprived children. Are we guilty of what Warnette has described
as "professional deformation” and Veblen has referred to as *“producing
trained incapacity”?

Certainly, one’s point of view on whether the student-teaching pro-
gram can be used effectively to bring about innovations and change in :
the schools depends upon his perception of the extent of change that |
is needed. f
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The problems I have raised may lead some readers to believe that
student-teaching programs are beset with insoluble difficulties. Perhaps
80, but the fact remains that very few states have made a concerted
effort to attack these problems. The almost universal requirement of |
student teaching for state certification and its demonstrated importance
for the development of good teachers indicate that a major attack on
these problems would do much to improve the quality of teacher
education. i
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A National Survey |
of State Practices and Trends
in Student Teaching”

Mary Bullock Hess
Director, Reading Center
Ricks College, Rexburg, Idaho

In this steadily advancing technological age, the competence of any
professional worker reflects, prominently among other factors, the
adequacy of his preparation. And as society becomes more complex,
our focus on the preservice program continues to sharpen, as does also
our increasing concern about professional growth throughout a life-
long period of service. Thus, with more than two million teachers now
employed in the public elementary and secondary schools, this largest
of all professions requires continuous examination of the agencies in-
volved in and the procedures necessary to undergird a never-ending
improvement of educational service to the youth of the nation.

With the growing realization that the cost of public education must
be more equitably distributed among the several levels of government
—that the state’s role must be more clearly defined—comes a corre-
sponding concern about the role of the state agency in standards and
provisions for preservice preparation of teachers, particularly in that
important laboratory experience commonly known as student teaching.

Every state, through its constitution, has final responsibility for and
authority to prescribe the broad principles of both financing and con-

* Summary of a study done in partial fulfiliment of the doctor of education degree at Brigham !

Young University., Provo, Utah. The summary was prepared with the assistance of Ray C. Meut,
& former sisfl member of the Researck Division, National Education Association. The study was
supporied in part by the NEA National Commission on Teacher Education sad Professional
Standards and the Maryland State Department of Zducation for use in connection with the
Baitimore Conference. Information about the complete. unpublished manuscript, including
supporting tabular matter, may be obteined from Mrs. Hess,
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trol of its public school system. Over the years the state legislatures
b (many times grudgingly} have delegated measures of this responsibility

and authority to a "'state department of education {or public instruc-
tion).” The assumption of leadership by these agencies, along with
their encouragement of cooperative efforts by colleges, universities,
and professional groups, haz been highly irregular and sometimes
torturously slow.

In earlier years, responsibility for any kind of preservice teaching
experience with children in a classroom was largely relegated to the
*normal school” or college, and any formal working relationship be-
tween that institution and a nearby public school on the one hand and
between them and the state department on the other was little more
than incidental. It was only twenty years ago that Haskew® first pro-
posed a plan for a state student-teaching program. The responsibility
of the state in student teaching has been further suggested by Wiggins,?
Woodruff,® Conant,* Andrews,® and Smith and Johnson.® In 1963, the
NEA National Commission on Teacher Education and Professional
Standards (NCTEPS]) stated:

State education agencies should assume increased responsibility
{including the making available of financial assistance) for insuring
that student teaching is conducted in good schools with the supervi-
sion of well-quadlified teachers. . . . Such a goal calls for coordinated
statewide plans for student-teaching programs.”

Of the cooperating or supervising teacher, the NCTEPS stated:

Supervising teachers should be the most capable teachers in a
school; they should be specifically prepared for their supervisory
work, given a reduced work load, and compensated beyond their

regular salary.®

——

] 1Haskew, Laurence D. “Framework for Student Teaching: A Propossl.” Education 70: 150-54:
] November 1943,

; 2 Wiggins, Sam P. "A State Program In Student Teaching.’* Educotional Administration and
’ Supervision 40: 46-48; January 1954.

$ Woodruff. Asahel D. Student Teaching Today. Washington, D.C.: American Association of
Collegen for Teacher Education, 1960. pp. 42-47.

4 Conant, Jsmes B. The Education of American Teachers. New York: McGraw+Hill Book Co.,
1083. pp. 200-18.

% Andrews. L. 0. Student Teaching. New York: Center for Applied Research in Education,
1064. pp. 95100.

§ 8mith, E. Brooks, and Johnson, Patrick. School-College Relationships in Teacher Education:
Report of a National Survey of Cooperative Ventures. Washington, D.C.: Americen Association
of Colleges for Teacher Edueation, 1064: and Cooperative Structures in School-Coliege Relation-
ships for Teacher Education. Washington, D, C.: American Association of Colleges for Teacher
Education, 1085.

7 National Education Assoclation, Netionsl Commission 02 Teacher Education and Professional
Standards. A Position Paper. Washington, D, C.: the Assoclation, 196). p. 14.
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Later, recognizing the need for a statewide approach in student teach-
ing, the NCTEPS and six other professional orgenizations * appointed
and sponsored a Joint Committee on State Responsibility for Student
Teaching. The recommendations of this Committee are published in two
reports, Who's in Charge Here? and A New Order in Student Teaching.!®

Following the recommendations of the Joint Committee, the study
reported on the following pages has been conducted for a twofold pur-
pose: (1} to identify and describe the current state practices in student
teaching and thereby determine the extent and nature of involvement
of the state education agency in student-teaching programs of the fifty
states, and (2} to identify the practices of the fifty states relative to the
selection and preparation of cooperating or supervising teachers.

To carry out the sponsored research, a national survey was con-
ducted in two phases—before and after the Baltimore Conference—via
questionnaires submitted to each of the fifty state directors of teacher
education and certification. Forty-nine states responded partially or
completely.

The survey was organized around the following areas: (1) state per-
sonne!l in student teaching, (2) organization and administration of state-
wide student teaching (3} functions of the state department in student
teaching, {4) statewide organizations concerned with student teaching,
(5) selection and preparation of supervising teachers, and (6) evaluation
of the state program of student teaching. The findings are summarized
herewith.

L STATE PERSONNEL IN STUDENT TEACHING

As the responsibility for statewide action in most states rests with
the state department of education, a high level of competency is re-
quired of the department officials involved. “State department person-
nel in teacher education should have wide experience and appropriate
preparation.” ! This first section examines the state personnel in
charge of student teaching.

? Amarican Asscciation of Colleges for Teacher Education, American Associetion of School
Administrators, Association for Student Teaching. Council of Chief State School Officers. NEA
Department of Classroom Teachers. and Nationol Associetion of State Directors of Teacher
Education and Certification.

19 Washington. D. C.: National Commission on Teacher Education and Professional Standards.
National Education Asspclation, 1068 and 1067,

1t Joint Committes on State Responsibility for Studemt Teaching. A New Order in Student
Teaching: Fixing Responsibilities for Student Teaching., Washington, D. C.: Nationel Commiasion
on Teacher Educstion and Professiona! Standards, Naticnal Education Association. 1967. p. 6.
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Tenure and Education

The backgrounds of those in charge of state programs of student
teaching reflect a wide range of experience in their present position
and in professional preparation. Among forty-eight who responded to
this part of the survey, twelve have served one year or less in the posi-
tion, seventeen are in the range of 2-5 years, seven are in the 6-9 years
range, and twelve have held the position 10 years or more. Nearly 48
percent of these state officials hold a doctorate, while only 8 percent
hold less than a master's degree. Professionalism was further reflected
by those respondents who are affiliated with the Association for Stu-
dent Teaching (AST), the major professional association in this field.
Half of the respondents have either individual or institutional member-
ship, or both, in the AST.

Salaries

As might be expected because of individual differences among the
states, a wide range of salary levels was reported. The range extended
from less than $10,000 to over $24,000, with a mean of $13,750. In
general, advancement in the salary range is consistent with compre-
hensiveness of preparation: holders of the master’s degree cluster in
the $10,000-$15,000 range, while holders of the doctorate are reported
in the higher ranges. On the other hand, there i3 no consistent rela-
tionship between salary and membership in the AST. The relationship
between membership in the AST and degree held likewise is without
consistent pattern.

Professional Background

To determine the professional background of the state personnel in
charge of student teaching prior to their assuming the present position,
one item of the survey was directed to the years of experience in spe-
cific types of jobs. The responses show that experience in the class-
room and in the principal’s chair forms the foundation for the current
position. More than 85 percent of the respondents have had classroom-
teaching experience, while over 56 percent have had experience in local
school administration. Nearly 46 percent of the respondents have had
experience as a college instructor. Less than a third have had experi-
ence as a supervising teacher and only one fourth as a college super-
visor of student teaching.

Allpgcation of Time

One of the problems identified by many of the state depariments
relative to student teaching is inadequate personnel. Nearly 50 percent
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of the respondents spend only 5 percent or less of their time in func-
tions pertaining to student teaching. In contrast, only 10 percent of
the respondents spend half of their time or more in such functions. In
general, state personnel with the most comprehensive assignments are
those holding the highest degree. However, there is no well-established
relationship between salary and the amount of time allotted to student
teaching. While a majority of AST noumembers are involved in stu-
dent teaching only 5 percent of the time or less, the majority of those
who are members of the AST devote from 15 to 100 percent of their
time to this assignment. With one exception, all respondents spending
25 percent or more of their time in functions pertaining to the statewide
program of student teaching are members of the AST.

To summarize, a general profile of the state person in charge of stu-
dent teaching is as follows: He has had between five and nine years of
classroom experience, five years of experience as a local school admin-
istrator, and perhaps one or two years as a college instructor. He is
comparatively new in his current position, having been in it for only
three years. His educational background has brought him close but not
quite to the doctor’s degree. With all of his background of experience
and education, his multiple responsibilities allow him to spend less
than 5 percent of his time in functions pertaining to student teaching.
He draws an annual mean salary of $13,750 and is more likely than not
to be a member of the Association for Student Teaching.

II. ORGANIZATION AND ADMINISTRATION
OF STATEWIDE STUDENT TEACHING
The number of teacher education institutions within a state ranges
from only two to almost one hundred, with an average of twenty-six.
Cooperating school systems cover a similarly wide range, from fewer
than ten to more than four hundred. Student-teaching centers,!? on the
other hand, are maintained in only twenty-one states, in each of which
an average of five teacher education institutions utilize such centers.

Organizati_nal and Administrative Structure

The organizational structure pattern reported by six states of the
twenty-two that responded in this instance is the straight-line or tradi-
tional pattern of policy development and administration, going from
the legislature through the state board of education to the commis-
sioner of education and thence to the division of teacher education and
certification. The main administrative responsibility identified with

12 A gtudent-teaching center refers to a school or center cooperatively designated. edminis.
te; od, and staffed specifically for studentsteaching purposes.
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student teaching is program evaluation and approval for purposes of
certification. In this respect, the state agency works more directly with
the colleges. The student-teaching programs then vary from college to
college but stay within the requirements prescribed by the state. Vari-
ations of the line administration subdivide the division of teacher edu-
cation into two and sometimes three areas, identifying a supervisor or
consultant for teacher education and one for certification. Where there
is a three-part division, the third area is for teacher services or in-
service education. Of the six states reporting this organizational struc-
ture, three show the latter pattern.

A second structure design coordinates the work of the state boards
of education and of higher education through the office of the director
of teacher education. The work is effected through the “coordinator of
field experiences,” who works with both public and private teacher
education institutions and with the public schools through the cooperat-
ing districts. A variation of this pattern has a coordinator between the
cooperating school districts and the teacher education institutions, as
well as the state coordinator, making a three-directional coordination.

Of the ten states reporting definite coordinational structures, six re-
flect also the presence of an advisory council. In this third type of or-
ganizational siructure the state supervisor or specialist in student
teaching works with both the schools and institutions and the advisory
council. This type most nearly simulates the statewide collaborative
organizational structure proposed by the Joint Committee.”® Those re-
spondents who commented on their organizational structure noted that
specific student-teaching programs are developed on a local basis co-
operatively between schools and colleges but within the general frame-
work of the statewide program.

Six of the twenty-two responding states have the type of structure in
which an advisory council or committee plays an important role in the
development of student teaching on the state level. The council, usually
mede up of representatives of all involved parties, acts in an advisory
capacity to the state board of education or to the commissioner of
education in developing policies for teacher education and student
teaching. In some cases, the function of the advisory council or com-
mittee is directly in relationship with the state board and only in-
directly with the division of teacher education. In other cases, the
council works directly with both the state board and the state director
of teacher education. In both cases, student teaching is developed on
the state level and adapted individually on a local level, through the
office of the state director of teacher education.

15Joint Committes on State Reaponsibility for Student Teaching. op. cit.. p. 28,
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To summarize the twenty-two structure descriptions submitted, there
seems to be a definite trend in at least fifteen staf®s toward implemen-
tation of some type of state program in student teaching, including
those states which have already developed such a program.

In keeping with this trend, twenty-four states indicated they have
now established definite guidelines and policies for student teaching
and eight identified the state board or state department as the source
of policy decisions. In the fifteen states which indicated an advisory
council on their organizational charts, eleven identified the specific
body which acts in an advisory capacity on the state level. In addition,
local advisory bodies were identified by five states. In the twenty-four
responses to this item there is inference of a trend toward coordination
among schools, the preparing institutions, and the state department.

Itl. FUNCTIONS OF THE STATE DEPARTMENT IN STUDENT TEACHING

Administrative and Financial Responsibilities

Among the responsibilities of the state department proposed by the
joint Committze was the setting of minimum standards for supervising
teachers and cooperating schools or student-teaching centers.’* In re-
sponse to the inquiry on administrative responsibility, it was found that
many of the states are playing a minimal role, with responsibility for
administration of the program resting heavily on the preparing institu-
tion. In twenty-four states, or 50 percent of those responding to this
item, the standards for selection of cooperating schools are determined
by the preparing institution alone; in six states, or 12.5 percent, they
are set by the institution and the local schools; in another 12.5 percent
the state, the school system, and the institution are all involved in
determining these standards. The state department has some role in
the determination of standards for cooperating schools in 23 percent
of the states.

The selection of cooperating schools is a joint effort to a greater
extent than is the establishment of minimum standards. Twenty-two
states, or about 46 percent of respondents, leave the selection of the
cooperating schools to the preparing institution. Another 42 percent
make the selection a joint effort of the schools and the university. In
only two states does the state agency have any responsibility in the
selection of cooperating schools.

The standards for supervising teachers are established by a much
more diversified means. While 25 percent of the states that responded

Hjoint Commitiee on Siate Respomsibility for Student Tesching. op. ¢it., P 19
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leave the responsibility of establishing standards for supervising teach-
ers to the preparing institution, another 25 percent involve the state A
department to some extent. In 54 percent of the states the selection is
by joint decision of the preparing institution and local school system
or the preparing institution and the local schools themselves. In 22
percent of the states the selection of supervising teachers is still de-
termined by the preparing institution alone. In only two states does
the state agency have any part in the selection of supervising teachers.

With regard to the distribution of the financial burden in student
teaching, the pattern differs from public to private institution. The
student-teaching programs of the public institutions are financed 100
percent by the institutions in seventeen states, or 35 percent of re-
spondents, and private programs are financed by the institutions in 10
states (20 percent). The state is involved to a major degree (more than
half of the financial support] in only 8 percent of the states, and to a
lesser degree (from 1 to 10 percent financial support} in another 8 per-
cent. In one instance the state is the sole source of financial support
because it is through the state institution.

* motions of the State Department in
Student Teaching

Twenty-nine percent of the responding states are directly involved in
the administration and organization of statewide student-teaching pro-
grams and 75 percent are involved in an advisory and coordinating
capacity. About 63 percent are involved in a statewide organization of
teacher education institutions, reflecting the impact of the proposals
made by the Joint Committee on State Responsibility for Student
Teaching.!® Also, 54 percent are involved in innovative practices in

. student teaching. Forty-five percent of the states are involved in
, promoting legislation for the improvement of student teaching. The
least involvement is reflected in the area of finance. Only 8 percent of
the states are involved in financial planning or support of statewide
student-teaching programs.

In areas concerning the supervising teacher, the states are not in-
volved to the extent they appear to be in coordinating the schools and
institutions. Eighteen percent participate in certification of supervising
teachers, while only 6 percent are involved financially with the profes-
sional preparation of those supervising teachers. Thirty-seven percent
of the state personnel are involved in determining standards for the
professional preparation of supervising teachers but only 2 percent in
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their selection. Eight percent of the states indicated no involvement in
student teaching.

Those states in which I:ss time is devoted to student teaching are
more actively involved in the areas of coordinating financing and of
program evaluation, while those states in which 50 percent or more of
the time is spent in functions pertaining to student teaching are more
involved in working on standards for supervising teachers and cooper-
ating schools, enabling legislation, and working in areas of research
and innovative practices in student teaching. While the trend toward
greater state involvement is slow, it is nevertheless evident.

IV. STATEWIDE ORGANIZATIONS CONCERNED WITH STUDENT TEACHING

In addition to the organizational structure of the state department
itself, a logical question was, “What is the role of the state department
in fostering and encouraging voluntary organizations, either administra-
tive or advisory, for interaction, communication, and joint decision
making concerning the student-teaching programs within the state?”
Of the thirty-seven state departments responding to this question,
eighteen indicated active involvement in the formation and programs
of groups commonly called statewide councils. Among the other nine-
teen states are numerous bodies involved in various aspects of teacher
education but not student teaching per se.

State departments are liberally represented in the membership of the
statewide councils. Twelve of the eighteen councils include state de-
partment representation, ranging from one to twenty-three members.
Only the universitiea and colleges have a heavier representation. Four-
teen states reported representation from the preparing institutions,
ranging from two to forty-five members. In eight states the term of
office is either of undertermined duration or for the term which the
representative position is held. An example in a number of cases is
the state commissioner for teacher education and professional stand-
ards. He automatically serves as a member of the council for as long
as he serves as TEPS commissioner. In eight states, from one to four
representatives of the parent-teacher association are included in the
statewide council. Other representation includes the American Associ-
ation of University Women and the American Association of University
Professors, as well as private schools and colleges.

In all but three of the eighteen states, the statewide council serves in
an advisory rather than an administrative capacity, in keeping with the
recommendations of the Joint Committee. The functions of the other
three councils include both administrative and advisory types. The
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most prevalent functions of the various councils include the develop-
ment of statewide policies for student teaching, the establishment of
objectives and purposes of student teaching and professional laboratory
experiences, and the identification of specific responsibilities of all
participating parties in the student teaching. The development of state-
wiae policies for student teaching is considered ‘0 be the most im-
portant function of the council by 16 percent of the respondents and
one of the five most important functions by 36 percent. The other
functions considered to be among the top five in importance include
identifying and defining responsibilities, defining objectives and pur-
poses of student teaching, providing opportunities for professional
preparation for supervising teachers, and establishing channels of
communication for dissemination of ideas and information. While
more than 29 percent of the statewide councils are involved in pre-
paring and recommending legislation relevant to student teaching, only
16 percent are involved in the financial planning or support of student
teaching on a stntewide basis, and that in an advisory capacity only.

Among the recommendations of the Joint Committee on State Re-
sponsibility for Student Teaching is that the state agency provide the
council or committee with an executive secretary and an adeguate
operating budget. Of the thirty-seven states responding to this phase
of the study, only four, or about 11 percent, indicated a definite line
item for student teaching within their budget. Another 11 percer* gave
no response directly but indicated the source of their budget, inferring
an allowance for student teaching. Of the total responses, 78 percent
of the state agencies indicated they do not have a budget which allows
for expenditures in the area of student teaching. Of those states which
did indicate a financial involvement, five receive their funds from the
federal ESEA Title V program, while only one state said that its source
is its own funds.

With regard to the innovations and research in which the states are
involved, only two statewide councils are involved financially. The
statewide council’s major role in such innovative programs is that of
adviser and coordinator. The most prevalent innovations include in-
ternship, both graduate and undergraduate, microteaching, and simula-
tion techniques for both student teachers and supervising teachers in
an in-service situation. Among other innovations in which a number
of the state departments or statewide councils are involved are special-
ized student-teaching assignments, individualization of student-teaching
assignments. and building an approach to such assignments.

Research in student teaching is being conducted or has just been
completed by seven states. One state has two projects under way, one
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of which has already made its preliminary report; the other is due in
September 1969. The latter is a pilot project in in-service training for
supervising teachers. One state did complete in 1968 and another state
will complete in 1968 research on the student-teaching programs of the
state. One state is conducting research on instructional systems which
will be reported in September 1969. Still another is conducting research
entitled, “Open Door to Teaching,” which should be completed by fall
1969. A research project comparing the use of teacher education cen-
ters with traditional student-teaching assignments is being conducted
by one state and will be available late in 1989. Of the seven respon-
dents who indicated an involvement in research, all but one indicated
financial involvement. Much of the research is being funded by federal
money through the statewide council. Five of the seven states par-
ticipated or are participating by directing the research project as well
as advising and coordinating. Six of the seven are relatively new in
their research involvement on a state level in student teaching. Very
little has been published in the literature concerning these states, and
in most cases, the state director is one of comparatively recent
appeintment, indicating new directions in which these states are going.

V. SELECTION AND PREPARATION OF SUPERVISING TEACHERS

One of the basic assumptions identified by the Association for Stu-
dent Teaching is that the selection of supervising teachers represents
one of the primary factors relating to the quality of the teacher educa-
tion program.! The Joint Committee has identified the need for ade-
quately prepared and competent supervising teachers as one of the
vexing problems facing teacher education programs today, saying,
“Not every good classroom teacher possesses the skill and competence
necessary for the supervision of student teaching.”'* The problem,
then, is to identify and define the necessary qualifications of a com-
petent supervising teacher. Sixty-five percent of the states have no
requirements for supervising teachers beyond the basic requirement of
a classroom teacher’s certificate. This finding further substantiates the
statement of the Joint Committee that “most classroom teachers have
had no special preparation in teacher education.” '* Of the remaining
35 percent, or thirteen states out of the thirty-seven responding, one
indicated it requires legal certification; five states have established
minimum standards for supervising teachers beyond those of the stand-

1 Association for Student Tesching. The Supervising Teacher: An AST Position Paper. Cedar
Falls, lowa: the Association, January 1968. D. 1.

?]oint Committss on State Responsidility for Student Tesching, op. cit. p. 8.

#loint Commitiee on State Responsibility for Student Toaching: op. cit.. p. 7.
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ard certificate and seven reported both a legal certification requirement
and - .d minimum requirement, apparently for those teachers un-
able w. .. - the certification requirement. Specified previous teaching
experience and an advanced degree are the only requirements stipulated
by all respondents. Proven professional competence and willingness to
participate are two factors required in 32 percent of the responding
states, and the recommendation of school or college is required in
more than 40 percent. While twenty-four states indicated no require-
ments beyond the standard certificate, two of these states identified as
a requirement for supervising teachers the recommendation of the
school or college administration.

Of the eight states which indicated legal certification of supervising
teachers beyond the standard certificate, only one holds such a certifi-
rate as mandatory for all supervising teachers. Twenty states, includ-
ing the seven states identifying such certificates, do not hold them to
be mandatory. Eleven states indicated that the problem was not appli-
cable. In four states the supervising teacher’s certificate affects the
amount of remuneration, while in five states it does not. Twenty-one
states reported that the situation was not applicable. Although there is
an awareness of need for certain stipulated requirements for supervising
teachers, there are wide differences in practice pertaining to the super-
viging teacher’s certificate among the states.

In defining responsibilities of those involved in student teaching, the
Joint Committee has recommended that a composite grouping of the
state, the school, universities, and professional organizations be re-
sponsible for coordinating in-service programs for the professional
preparation of supervising teachers.” In 32 percent of the states, the
teacher education institutions in general provide professional prepara-
tion and in-service education for the supervising teacher. In over hai{
of the states, this responsibility has been left to the specific institution
placing student teachers. While the state department has taken an
acive role in improving the professional training of supervising teach-
ers, in only two states is the state department considered to be the
most important medium for this responsibility.

The main types of programs for the professional preparation of
supervising teachers which have been provided through the state and
which are considered to be most effective are the cooperative workshop
in supervision and in-service courses in instructional or behavioral
analysis. Ten of the thirty-seven states responding reported the three
most effective types of such programs. Nine of these ten states identi-

1? Joint Committes on State Responsibility for Student Tesching, op. cit., p. 185.
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fied the workshop in supervision; six identified in-service courses in
instructional analysis, behavioral analysis, interpersonal relations, or
interaction analysis; four identified state and regional conferences; and
three indicated a new type of preservice program, i.e., an internship in
supervision. Additional types of programs identified by one or {wo
states include university consultation services; research in student
teaching and supervision; institutional publications, guides, handbooks,
etc.; professional publications, yearbooks, journals, etc.; and partici-
pation in regional and cooperative organizations.

The two most prevalent problems related to the professional prepara-
tion of supervising teachers were reported as lack of a planned pro-
gram and inadequate financing. Forty-one percent of the states indicated
lack of a planned program to be their most prevalent problem and
another 22 percent rated it second. The problem of financing was
identified as the most prevalent problem by 19 percent of the states 1
and second or third by 38 percent. Another serious problem, identified -
by 41 percent of the states, was that of coordination among the agen- :
cies involved in preparation of supervising teachers, the schools and ‘
universities, professional groups, and the state. A problem recoguized
by 24 percent of the states, though not considered to be the most prev-
alent by any of them, was that of the time element.

{
The funding of activities pertaining to supervising teachers is pro- :
vided primarily by the teacher education institutions. Of the thirty- ;
seven responding states, 32 percent indicated that 75 percent or more ’
of the cost of the professional preparation of supervising teachers is f
!

L T T

provided by the institutions. It should be noted also that the second
most prevalent factor in funding is the supervising teacher. The most
common practice in remunerating supervising teachers is that of paying
a specified stipend per student teacher. Tuition benefits are the only !
means of remuneration in 41 percent of the states, while § percent
indicated no remuneration is provided. In all, 22 percent of the states
do provide some kind of fringe benefit to their supervising teachers.

V1. EVALUATION OF THE STATE PROGRAM OF STUDENT TEACHING

The state officials’ reactions to four questions provide a meaningful ‘
evaluation of the state programs of student teaching. =.

First, the greatest strengths: (a) the diversity of student-teaching : ]
programs within a framework of unity; {b) the steady expansion of
state-level organization; (c) the cooperative and professional attitude
of colleges, schools, and supervising teachers.
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Second, the greatest problems: (a) lack of statewide involvement and
coordination; (b) insufficient professional preparation and insufficient
provision for supervising teachers and college directors of student
teaching; {c) the need for broader and more extended experience in
student teaching.

Third, the most needed emphases in student teaching: {a) selection
and preparation of supervising teachers; (b) deeper and mo~< meaning-
ful experiences for the students.

Fourth, the future role of the state department of education: more
dynamic leadership in coordinating and harmonizing all of the agen-
cies, associations, other groups, and individuals involved in and poten-
tially contributing to the continuous improvement of student teaching.

Finally, four years after the Joint Committee held its first meeting,
the widespread interest, the statewide spirit of cooperation, and the
many coordinated efforts across traditional lines bespeak the realiza-
tion of the need for a new order in student teaching.
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CHAPTER FOUR

What I Think
Student Teaching Should Become

1

Kathleen Amershek
Assistant Professor of Education
University of Maryland

The probability of the future for student teaching seems so set at
this moment that one is tempted to write it off with a few platitudes
and assume the situation to be acceptable. Since no other area has
generated such agreement among all phases of education, reluctance to
differ with such a holy cow is understandable. However, closer exami-
nation of the situation supports the need for changes in the value
attached to student teaching.

Contemplating student teaching (in th: broadest sense, which in-
cludes all field experiences) is like seeing the shining white summit of
an iceberg. It is much too easy to admire the reflection and forget the
deep, solid base from which that summit rises. If change is desired,
the whole mass must be kept in mind. For as concentrating the ener-
gies of forces on one area can dislocate an iceberg and cause it to shift
in unknown directions, concentrating the power and energy of the
state or university on one area of teacher education will so seriously
unbalance the situatior that the end may not be to anyone’s liking.
With the commitment of cooperative action in ascendance, the need is
to refocus the action.

This paper proposes that a proper focus :vould be on the delineation
of responsibility for the learning of the teaching role. The assumption
is that the profession soon will establish zreas of responsibility for its
members and that these will be defined encugh to permit their use as
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learning goals by those intending to teach. The present problem is one
generated by a lack of agreement on the goal of the action. In the wake
of such diversity, responsibility for the learning experience is easily
evaded. A concise, literate discussion of this problem is presented in
A New Order in Student Teaching.!

There has been no one responsible to the student for identification
of goals which he can achieve in his pursuit of competence as a pro-
fessional. The purpose of his field work has been to survive in action —
any way he can, with what equipment he can command, under condi-
tions assigned to him. The power structure has been focused on the
logistics of the situation: how many students, how many supervising
teachers, how long an assignment, etc. The energies of the state, the
schools, and the university have become cooperative in achieving
these things.

This situation seems much more parasitic than symbiotic. The plans
often proposed for the cooperative relationship are focused on utilizing
the resources which exist in the schools. They are feeding on the
situation instead of producing mutual growth in identification of usable
goals for teacher education. .

One of the plans proposed by the Joint Committee on State Respon-
sibility for Student Teaching seems a possible way to the more de-
sirable symbiotic relationship. Plan IV in the Committee's report could
be used to refocus on the whole iceberg of teacher education.® This
plan puts the responsibility for the administration of the educational
system in the state on the shoulders of the university system. It assigns
all functions in teacher education to the general administration of the
university system.

Such concentration of responsibility clears the channels of logistic
support systems and permits the use of resor /ces to be focused on the
major goal. The overlapping jurisdictions and energies involved in
cooperative ventures thus become available to the entire problem.

The present structure of separate but equal responsibilities for the
various phases of the preparation of teachers has not heen successful
because the process will not fracture into separate but equal parts. In
the present arrangement the schools are exercising control of their
resources from the standpoint of how teacher preparation will affect
their own operations, the teacher educators from the viewpoint of how

Ijoint Committee on State Responsibility for Studemt Teaching. A New Order in Student
Teaching: Fixing Responsibilities for Student Teaching. Washington, D. C.: National Commission
on Teachor Education and Professional Standards, National Education Association. 1967, p. 10.
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it affects their curriculum structure; and the researchers demand equal
time from both in the name of scholarly progress in the field. Each
faction has necessarily built up a support system to promote and pro-
tect its own vart of the process. Positions upon positions are created
to keep the system functional. Cooperative structures are used most
to establish new positions for the old purposes. The new coordinator
of field experiences becomes a glorified warrant officer in charge of
hours, experience records, and placement credentials. The possibility of
a truly new relationship emerging is aborted because of the parentage
of it. There is no expectation that a different thing will develop from
the position. The question is, Who will exert the most influence on the
new warrant officer and thus find his area best provisioned?

One attempt to create a new position to function for the total con-
cept of teaching has been a resounding failure because of the inability
of the university and the schools to see both the need for and the
future in such a system. The release of power, i.e., control of what
goes on in the schools, has been contested by all parties and the results
have been more of the same that existed before the relationship was
established. The tragedy is that the power of each is thus deflected
from the real goal of improving students’ preparation for service.

If the university were to assume the responsibility of the Plan IV
proposal, there would be no necessity of competing systems develop-
ing. The goal would be clearly defined and open to scrutiny by every-
one. With the university held responsible for teacher education by the
public, questions of jurisdiction of resources, support for resources,
and goals for the effort could not become power pawns. The concerns
of the state schools would be directed to the university and response
to them expected. The feasibility of such action would be clear-cut
and dependent on the integrity of both parties, but the impact on the
student-teaching experience would be positive.

In essence, student teaching, as it is commonly defined and prac-
ticed today, would disappear. The power structure in field experiences
within and outside the university would be discarded. The field would
become an integral part of the university system —- available to the
learner when a resource is needed and privy to the resources of the
university to solve its needs. The concentration of university effcrt
on field experiences as warm-up times for neophytes would give way
to other concerns of curriculum development and research in teaching
and learning.

Under this plan the university would not terminate its responsibili-
ties for the quality of the teachers in a state as soon as the students
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formally left the institution. Their performance in the field would be
a continuing concern of the teacher education system. The field would
become not an adjunct of the process but the goal. Development and
research with new techniques such as microteaching, simulation, and
minicourses would enable the university to revise the work and make
it more productive. Out of such redirection a truly symbiotic relation-
ship can come.

The evaluation of such a structure could be done profitably because
it would be possible to identify responsibility for it. When the gquality
of teaching in the field is questioned, the forces responsible for it could
be examined and the honest answer found. Out of such information
could come adjustments in the process. The profit to the profession
in new knowledge undimmed by the need for protection of spheres
of influence would in itself be a major step forward. The learning of
the teaching role would be more efficient because it would be better
defined. The research interests of the university could exert a creative
force as evaluation revealed gaps in the functioning of the teacher.

The major deterrent to discarding the paraphernalia that now sur-
rounds field experiences is fear of the unknown, the reluctance to try
a new tack, the focus on traditional relationships. The initial semi-
success of nontraditional approaches to teacher education says other-
wise: that there are many ways to focus on the top of the iceberg fi.e.,
student teaching); that change can be absorbed and utilized to ad-
vantage. However, in their search for a way to become permanent,
these same programs come back to establish basic preparation pro-
grams. Perhaps the base of the iceberg is still the support of the top.
The time has come to charge someone with the responsibility for the
whole mass and really achieve some progress in the field.

II

Margaret P. Ammons
Associate Professor of Curriculum and Instruction
University of Wisconsin-Madison

This statement focuses upon the conditions for student teaching
rather than the act itself. Specifically, suggestions will be made re-
garding new roles for classroom teachers, administrators, members of
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boards of education, and campus personnel as these relate to student
teaching.!

Teachers

From the time of an individual’s admission to a program of teacher
preparation to his retirement, neither public school personnel nor mem-
bers of campus faculties are without responsibility for teacher edu-
cation. In order to draw upon the talents of both groups in appropriate
ways, the following guidelines are proposed:

1. Teachers in whose classrooms prospective teachers acquire clini-
cal experiences should be brought actively into initial campus course
experiences. This participation would indicate in what way course
content was, in their experience, meaningful, realistic, promising, or
inappropriate. Any agreement or disagreement with the intent of
campus preparation would then be based upon actnal contact with
ideas rather than upon what a classroom teacher assumes the campus
program is attempting to accomplish.

2. Classroom teachers should continue or begin to be active in
recommending prospective teachers for certification. While presently
many teachers do offer such recommendations, these are not always
used as a major basis for granting or withholding certification. Leaving
the question of certification entirely in the hands of classroom teachers,
particularly those who lack personal contact with campus preparation
programs, would reduce the probability that new teachers would
exhibit knowledge and qualities engendered in campus courses. Leaving
the question of certification solely to the determination of campus p.r-
sonnel reduces the possibility that new teachers will be acceptable to
employing school systems. True joint responsibility gives a broader
base of understanding or. which campus personnel, classroom teachers,
and prospective teachers can encourage and sustain the knowledge and
qualities that are deemed necessary and desirable for teachers.

It is hoped that such an opportunity would help experienced tea:hers
to restructure their own roles so that they become teacher educators
in a very real sense.

Administrators

1. Administrators should work with teachers and campus personnel
to establish criteria for teacher evaluation which are related to such

1 The role of the stete department of education in teacher preparation and certification is ® major
one. The decision was made to limit this discussion to public achool and cempus personnel becauss
these two groups seem to be the most intimately concerned with the studentteaching sspect of
teachar preparation.
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knowledge and qualities as agreed upon by all concerned with student
teaching.

2. Administrators should work closely with campus personnel and
classroom teachers during the clinical experience of prospective
teachers and contribute to the recommendation for their certification.
In this role, an administrator can offer a different set of data regarding
the performance of a prospective teacher relative to both campus
course work and the overall situation in the school system.

3. Administrators should arrange for interviews not ouly with candi-
dates for positions but also with those persons most directly respon-
sible for the education of teachers prior to their full-time employment.
Such interviews should replace the reliance of administrators upon
grades and incomplete letters of recommendation.

Boards of Education

Presently, boards of education are the major controlling bodies of
public educatinn in the United States. The following guidelines are
proposed:

1. Boards of education should set aside a greater percentage of the
budget for purposes of teacher education. They must devise ways of
legitimately releasing teachers for professional development. This
might include (for all teachers) funds to support attendance at meetings
of national import and time to participate in the on-campus instruction
of prospective teachers.

2. Board members must explore the possibility of creating new
positions within the school system which will allow teachers to be
rewarded as teachers and administrators to be rewarded as administra-
tors. In present circumstances the major way in which good teaching
is rewarded is to remove teachers from the classroom and place them
in jobs for which they may not have been professionally prepared.
New teaching roles must be devised and supported by boards of edu-
cation; for example, teacher educators.

3. Boards of education should support administrators in searching
for and establishing new criteria for judging teaching performance.
Therefore, board members, in cooperation with administrators and
teachers, must thoroughly analyze and support those criteria which
permit teachers to be judged according to standards agreed upon with
campus personnel. Finally, board members, in conjunction with admin-
istrators, must ercourage individual teachers to seek out those edu-
cational opportunities which they believe will strengthen their teaching.
These opportunities should include regular campus course work, par-
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ticipation in the campus instruction of prospective teachers, travel,
cooperatively arranged seminars in professional education, and case
conferences designed to familiarize teachers with detailed information
about individual student teachers.

Campus Personnel

Much of the foregoing has implications for new roles for campus
personnel. Typically, campus personnel have terminated their formal
responsibility for the education of teachers at the point when certifi-
cation is granted. Since it is my belief that this responsibility is
insufficient, the following guidelines are proposed:

1. Campus personnel should actively cooperate with laocal school
administrators, classroom teachers, and boards of education to clarify
standards for the education of teachers. This would involve regular
and continuing communication among these groups. The result would
be that all those who in any way engage in teacher education would be
quite clear on the intent of such education. This kind of communica-
tion should not be construed as an opportunity to defend whatever
practices are in effect but rather as an opportunity to mold educational
programs to meet the needs and expectations of all involved.

2. Campus personnel should extend their participation in teacher
education beyond completion of the campus program. Specifically,
this would mean that certification would be delayed until such time as
both campus personnel and employing school people were satisfied
with the full-time performance of a beginning teacher. While the diffi-
culties of requiring, in essence, a fifth year are recognized, it appears
that a fifth year spent in full-time employment with regular assistance
from school and campus personnel would be more revealing for certi-
fication purposes and more beneficial to the individual teacher than a
fifth year spent in isolated college courses.

3. College personnel should budget a portion of their time to partici-
pate in such school activities as curriculum committees, building sem-
inars with teachers and administrators, and community service through
planned activities with boards of education. This type of participation
would yield more reliable information about the everyday functioning
of schools than will random observations of student teachers. Further,
such participation would add a realistic element to campus instruction
and would render examples given in classes relevant and real.

This position, then, is a major one which can reduce the “town-
grown” nature of student teaching and can lead to a more congruent
and cohesive program of teacher education.
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L. O. Andrews
Professor of Education
The Ohio State University

Many relatively minor variations in student teaching and other
teacher education experiences are being designed and explored through-
out the country. But the concern to be developed here is for a major
reconceptualization of the direct experiences for prospective teachers
which can produce the professionals who can aspire to become in-
structional specialists as projected under the continuing reconstitution
of the role of the teacher already in .ogress in many parts of the
country,

Why Should Student Teaching Bs Changed?

Present-day student teaching is largely terminal, one-shot, brief, and
operated in a climate of competition, uncertainty of roles, and token
financial support. After 135 years, the following four limitations are
still almost universally present in the United States:

1. Student teaching is educationally unsound. It does not prepare
competent teachers,

2. Student teaching is psychologically unsound. Pressures on stu-
dents often virtually prevent reasonable growth and development.

3. Student teaching is operationally unsound. Two separate sets of
institutions attempt to provide cooperatively a major professional
experience for college students within public schools. From forty
to fifty times as many teachers now as in the 1920’s are working
with student teachers, but the profession is not putting from
forty to fifty times the training and supervision into the present
programs.

4. Student teaching is financially unsound. Adequate support is not
on the horizon, no stste has a financially sound program, and
very few college or local school district operations are adequate.

Why Should Student Teaching Become
a Series of Professional Experiences?

Teacher education must be broken out of the straitjacket of the
four-year undergraduate degree program into a truly professional cur-

riculum of its own before numerous and extensive-enough direct ex-
periences can be included in it. Of the many different rearrangements
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and variations now in progress, few appear likely to solve the abiding
ills of atudent teaching.

Criticisms of teacher education curricula and courses have been
bitter, pointed, and continuous for decades. Many professors of edu-
cation have tried to emulate their liberal arts colleagues, but this effort
clearly has not stille? the critics. 1 offer the proposition that the pri-
mary way both to combat the criticism and to produce better teachers
is to provide a carefully designed sequence of direct {and some indirect
and vicarious]} experiences psychologically and logically related to
the best professional content from present-day theory, research, and
experience. In answer to their pleas, the students will have something
real and practical, paralleliag solid substantive content.

In the 1970’s and 1980’s the teacher’'s role will be demanding indeed
and the profession must develop programs which will prepare young
beginning teachers to meet the challenges. One-shot student teaching
cannot possibly do this job and has got to go!

What Might Be Included in a Well-Designed
Series of Direct Experiences?

1. Preprofessional. Employed: clerical aides, technical aides, teacher
aides, almost all to work with children and youth. Programmed:
limited use of microteaching and simulation for early self-analysis,
extensive use of recorded classroom episodes and other selected school-
community activities to begin changing students’ “pupil-perception” of
teaching to a “teacher-perception” of professional roles, and volunteer
service in the schools of a general exploratory nature, such as the
September experience.

2. Pre-Internship Experience (PIE). This should be carefully de-
signed to provide data both for personal and institutional decisions
about entrance into professional teacher education and as a basis for
planned approaches to satisfying individual needs and strengthening
student weaknesses. In contrast to present student teaching, the em-
phasis would be not on developing teaching skill but on experiencing
all the roles of the teacher and especially on an analysis of the stu-
dent's personal-professional behavior and potential. Studenta would
be placed in pairs with the most competent sponsoring teachers for the
equivalent of up to four weeks full time, and each student would do
about one-fourth as much teaching—but strictly exploratory teaching-—
as present student teachers, PIE could come as early as the first part
of the third college year and should be preceded by not more than one
professional course designed only to get the student ready for the PIE.

L}?% ,'?“ f}

o
- “Q: ‘:, H
v




LT

The PIE should precede the antry point for the selection of those
studants who would be accepted into a truly professional teacher
education curriculum leading only to a master of teaching degree and
certified status as a professional teacher.

3. Clinical Experiences. As used here, clinical is defined, as in medi-
cal education, as the experience of a studei.! studying a small number
of individual cases under a practicing clinical professor. If many pro-
jections are accurate, the professional teacher of the next two decades
must become a diagnostician and developer of strategies of learning;
thus, clinical experiences should continuously accompany the in-depth
study of the related behavioral sciences and the knowledge of teaching-
learning and interaction coming from theory, research, and experience.
These experionces would be on a 1:1, 1:2 or 1:3 students-to-cases basis
and would range all the way from tutoring, assisting teachers with in.
dividual cases, and study and support for pupils with learning prob-
lems to on in-depth analysis of pupils with real pathological, personal,
and learning difficulties. Students having these experiences would ask
questions in professional courses which would demand a new kind of
preservice professional course.

4. Internship. The intern preferably would serve half time with full
responsibility as an employed teacher for a year under joint school-
college supervision. The student would be placed in an internship pro-
gram emphasizing the development of teaching competency by any and
all means available, including microteaching for improving specific
fundamental teaching behaviors, use of critical-incident films and re-
cordings for understanding of professional issues, simulation for prac-
tice in decision making by identifying the basic factors present and
choosing appropriate teaching procedures, and video-tape recordings of
regular teaching for detailed analysis.

Requiring perhaps six years or five years and several summers to
complete the above program, the student would demonstrate compe-
tence and assured self-confidence to earn a master of teaching degree
and a professional teaching certificate.

5. Residency. A person with this background could continue high-
level professional growth—as a planned professional learning experi-
ence with continued assistance of both school and college personnel—
as a beginning teacher on a four-fifths load the first year and a full load
the gecond year. Following the residency, a period of planned study
and new direct experiences could be designed to assist this profes-
sional teacher to become an instructional specialist and team leader
with assigned responsibility and salary in keeping with his high
professional status.
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8. Supporting Considerations. This series of experiences has been
designed spacifically to reduce the weaknesses of traditional student
teaching outlined in the first section of this projection. Certain as-
sumptions are made: Local and state financial resources eventually can
be provided {when educators are clear on what they need and why) for
servicing the neods of employed persons in training—interns and resi-
dents. Colleges may have to carry most of the cost of the PIE until this
major selection device proves its worth, but the cost would be much
less than for the present student teaching. Despite its length, this total
program can be financed with relatively little more direct expense than
present programs, in ccatrast to the greatly increased cost of some of
the most innovative current projections.

Many of the problems of direct experiences in schools and com-
munities can be solved only by cooperative action at the state level,
involving state departments, schools, colleges, and professional organi-
zations. School-college councils in various local, commuting, regional,
and state geographical areas can develop policies and facilitate opera-
tions to meet the varying indigenous conditions.

In summary, the above program can reach its maximum effectiveness
only when schools and colleges treat each other as equal pariners as
they carefully design these experiences, develop policies and operating
conditions, define the roles of all the different personnel, seek adequate
financing, and do all this under carefully drawn professional guidelines
and contracts.
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IV

Richard E. Collier
Executive Secretary
Associotion for Student Teaching

To speculate about what student teaching should become, it is de-
sirable to examine the current scene and characterize student teaching
in its present context. This seems possible only if one views the larger
picture of the teacher education program which today is blurred and
may be characterized by unrest, uncertainty, and innovation. In nar-
rowing our focus to that poriion of the teacher education program
labeled student teaching, it is readily apparent that its elements also
are blurred and that they lack clarity and perspective in the context of
the total configuration. However, there is strong agreement that student
teaching is a valuable part of the total picture of teacher education. As
one listens to the dialogue among the various observers, it becomea
evident that the current, persistent need relates to an improved under-
standing of, agreement on, and development of quality experiences in
student teaching—professional laboratory and clinical experiences of
prospective teachers. A quick analysis of the tone and volume of the
dialogue yields evidence that this need will be intensified in the fore-
seeable future uniess program changes and improvements are forth-

As one ponders the future of atudent teaching, it is important to con-
sider other essential, current elements which foster and require change
in the professional practice dimension of the program. The more sig-
nificant elements are {a) the current emphasis on developing teaching
styles and the importance of pertecting teacher performance; (b} the
imperative need to improve the transition and articulation from uni-
versity study to professional practice of teaching; {c) the extension of
time and the gradual development of the professional teacher, the entry
and reentry into teaching from varying programs and at varying levels;
{(d) the emerging patterns and practices of differentiating roles and
tasks of teaching and teachers; and (e} the emerging necessity of new
arrangements for governing the entire professional practice dimension
of the teacher education program.

It is hazardous, difficult, yet esgential to engage in stargazing and
armchair speculation about what student teaching should become. One

assumes that continued change is certain and that it will affect "what
student teaching is” and “what it will be.” At this juncture, it seems
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more beneficial to describe the various elements which promise move-
ment and direction in improving the professional practice dimension
of teacher preparation. These elements include:

1. A Climate for Growth

A total climate which fosters personal and professional acceptance,
nurtures openness, and supports individual growth and development
in its various constructive dimensions must be developed.

2. A New Concept of Professional Experience and Practice

A total setting in which the concept of student teaching is modified,
reclarified, and expanded to consider the entity of professional experi-
ences and practice essential for the preparation of prospective teachers
must be established. The range and configuration of these experiences
will provide for and contribute to the development of the truly profes-
sional teacher. The notion of what constitutes professional experience
and practice must change drastically in the years ahead. With the rapid
development and expansion of innovational educational programs such
as the Job Corps, Peace Corps, and Head Start, and with others still
being planned, it is essential that every effort be made to reexamine
and restructure what constitutes appropriate professional experience
and practice for the prospective teacher. It is even more critical that
evary effort be made to individualize the program for each prospective
teacher based on an assessment of his readiness and development and
the task at hand.

3. Becoming Students of Teaching

The student of teaching would enter a planned program which en-
sures a continuous, ever-expanding sequence of experiences in his
study of teaching. Of necessity, this sequence of experiences, with its
varying degrees of involvement and responsibility and shifting nature
of independence, would determine the program for each prospective
teacher.

Each prospective teacher in his study of teaching would continually
demonstrate a behavior characterized by the ability to acquire attitudes,
skills, and capacities essential in assuring his becoming a scholar-
teacher and a scholar of teaching. His desire for wanting to explore
the many-faceted task of learning to become a teacher, with its varying
questions and subtleties, would be encouraged, supported, and ap-
propriately rewarded through a lifetime of learning about teaching
by all who have responsibility for the professional laboratory and
clinical experiences.
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4. A Laboratory for Teaching

A laboratory for teaching and learning would be selected and main-
tained. This laboratory would be administered through an opera-
tionally sound arrangement which would provide essential local auton-
omy, encourage program flexibility, and assure an integral relationship
between the theory and practice of education. This laboratory would
include children, youth, prospective teachers, and ail regular members
of the total instructional team. Additional specialized services and
resources would be readily available as needed.

5. A Total Instructionel Teaching Team

The various laboratories for teaching would be staffed by instruc-
tional teams where tasks, functions, and responsibilities of teachers
and teaching have been identified and assigned. A program of con-
tinuous, cffective evaluation would provide for modification and im-
provement. Each prospective teacher would experience the varying
teaching roles commensurate with his professional readiness and de-
velopment. The teachers of teachers working as a team would be
carefully selected, thoroughly prepared, continually evaluated, and
given adequate time and appropriate remuneration for this specialized
competence and responsibility. The laboratory and staff would be sup-
ported by the best and newest instructional materials and equipment
available,

6. The Governing Structure

The orgenization and structure for governing the professional experi-
ence and practice of prospective teachers would be established, coop-
eratively administered, and effective in implementing educational and
organizational policies for the teaching laboratories. Central responsi-
bility for this task would be shared by the participating teacher-
preparing institutions and schools. The state departments of education
and the various professional associations would be a central force lend-
ing influence and substance to the evolving teacher preparation pro-
gram, especially as it relates to professional experience and practice.

The formal responsibility of the state departments of education will
be definitive. State policies and procedures will:

a. Guarantee the development and enforcement of standards.
b. Assure support for teacher education programs.

c. Establish a viable framework which assures a continuing effort to
improve policies, procedures, and standards relating to the pro-
fessional experience and practice of teaching.




R P "y T T —— r— —_r TR AR LR VA b

d. Assure the opportunity for continuing program development and
testing.

e. Support and establish the development of legislative policies
which provide for protection of individual rights, responsibilities,
and privileges: procedures for dealing with malpractice and
unethical performance; as well as other legal and professional
violations. Every effort must be made to achieve meaningful
professional autonomy.

Student teaching—all preprofessional experience and practice-—will
not achieve its ultimate value in the teacher education program as long
as we continue along the present course. Concerted action by people
of sincere purpose and dedication is essential if innovative programs
are to yield new structure and organization and provide for continuing
development and improvement.

This conference on “The Role of the State Educational Agency in the
Development of Innovative Programs in Student Teaching” should
provide a giant step toward achieving this goal.

vV

Margaret Lindsey
Professor of Education
Teachers College, Columbio University

The implication of this assigned title is that notions about and prac-
tice in student teaching should become something different from what
they now are. It would be folly, of course, to assume commonality in
ideas or practices in student-teaching programs today, for conceptions
of student teaching vary widely, as do programs and practices in them.
On the one hand, there are those who still conceive of student teaching
as the culminating testing ground where prospective teachers, having
completed their study about teaching (theory),! demonstrate thefr skill
in the classroom (practice). On the other hand are those who see stu-
dent teaching as one yhase in a continuing sequence of numerous and
vacded experiences, extending over 2 period of time and focusing on
study of teaching, Middle ground between these two conceptions of

' Theory ond practice are wsed hure 8s thay ere frequently used — loossly, More procise and
stcurate use of these words would, in itesll, suggest modifications in programs of professional
l1sboratory experisaces.
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student teaching appears to be the cuntrolling force in practice, for a
majority of programs may be described as planned sequences of labo- :
ratory experiences in which future teachers have some opportunity to
observe and participate in school settings prior to entering into full-
time student teaching in a classroom.

It appears to me that the central problem with arrangements for and
practices in student teaching is the limited conception of teacher edu- f
cation as a whole held by many program planners. When conceptions
of the whole are limited, parts tend to become narrow, disjointed, and
isolated from ultimate goals, Student teaching, as a part of & whole,
tends to be viewed as an entity, with the consequence that students
frequently confront discontinuity and other barriers to their integration
of ideas and behavior.

Proposals on the nature of student teaching in the future gshould rest
on a conceptual model of the whole of teacher education; specifics
with regard to any program component should follow naturally from
| this conception of the whole. A conceptual model of a teacher educa-

'T : tion program may be viewed as a system of interrelated or interdepen-

: dent ideas that describe and justify the assumptions basic to the struc-

g turing of component parts and to the nature of student encounter with

f ideas, people, things, and events within the component parts. Although

? varied approaches may be taken in developing such systems of ideas,

E a common approach is one that uses as the categories of the system

j the major outcomes to be achieved by persons in the program. It is not

the purpose of this paper to delineate a conceptual model of teacher

;' education, nor does space permit it.* What is possible here is, first, the
identification of two major outcomes that might be part of a conceptual ¢
mode) built by the approach just mentioned and, second, consideration i
of their implications for the future of student-teaching programs, The
two major outcomes to be examined briefly are:

1. A teacher understands and is able to cope with reality as it exists
in a teaching setting and functions simuitaneously as a change :
agent in the setting. !

2. A teacher is an independent scholar of his practice, employing "
appropriate methods of inquiry into his own practice as a basis E
for improving it, ; 4

f $1It cansot be overemphasised, however, that any complets snslysis of what studest tsaching
E should becoms demands that & conceptuel model of the total program be developod and that pro-
posals for student teaching be smbedded in such @ model. Samples of such conceptual models have
been produced by selected imstitutions with grants from the U.S. Office of Educatien.




Even on the surface, such expected outcomes have clear implications
for the whole of teacher education. Beyond those implications relevant
to the whole are some readily apparent ones for that part of the pro-
gram referred t0 as prolessional laboratory experiencss, including
student teaching.

UNDERSTANDING, COPING: AND CHANGING

Developing Understanding .

To understand reality in a teaching situation is to know what exists
by way of structure and organization, power and authority, constraint
and support, right and responsibility. # is to know the nature and
expression of values and beliefs, of ideals and aspirations, of creativity
and conformity, of freedom and coercion. It is to know these things in
general and also with reference to particular populations, educational
objectives, learning environments, patterns of relationship and com-
munication among people, and preferred values and styles of those
associated with a school. But knowing what exists, in general or in
particular, is incomplete knowledge for understanding reality. One
must also know, insofar as possible, the why behind what exists, the
explanatory principles and the specific information that illuminate why
things are as they are or why people believe and behave as they do.

Understanding is a state derived personally from relating the self to
knowledge and assimilating what is meaningful at a given point in time,
This kind of understanding develops best when there is a continuous
interplay between (a) direct confrontation with reality in order to
identify and examine things as they are, and (b} search in pertinent
bodies of knowledge and wisdom for alternative interpretations of
why things are as they are,

1t is precisely because this interplay is esunential to developing under-
standing that a prospective teacher must have accessible, from the
beginning to the end of his study, laboratories in which to confront
reality and sources from which to draw explanations or interpretations
of what he feels, sees, or experiences in a laboratory. This interlock-
ing movement between the reslity of the practice setting and the
theoretical principles and information that serve to explain the condi-
tions of the setting and to guide behavior in it is the very foundation
of a program of professional laboratory experiences. Viewed in this
way, it becomes apparent that:

* The central purpose of the student in the laboratory is to study.
This means he must have opportunities to identify conditions and
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problems of practice, to bring relevant knowledge to bear on them,
to formulate significant questions which direct his further study.

* Diverse types of laboratories are needed, not only within schools
and classrooms, but also in the wider community environment.

* A student needs to be free to move in and out of laboratories as he
and his advisers determine specific purposes to be served in re-
lation to his total program and his total development.

* Sources and resources needed by students and staff in a laboratory
are numerous and varied. They include scholars of practice in
both schools and universities, scholars in the interpretive disci-
plines, practitioners in other agencies of the community, parents
and other laymen, technology in the form of self-instructional
systems, and immediate feedback systems.

Gaining Control Over Coping Behavior

Ability to cope with conditions as they exist is surely enhanced by
understanding what they are and why they are as they are. But coping
behavior goes beyond intellectual comprshension of the forces and
factors in a situation, Ability to cope is demonstrated by the type of
behavior exhibited when confronted with a situation demanding a de-
cision and action on the decision. Coping behavior may be intuitive,
but it also may be the result of considerstion of alternatives and de-
liberate choice among them, 1t has fts affective as well as its cognitive
dimensions, both in how the problem to be dealt with is perceived and
in the selection of behavior to be used in dealing with it.

It one is to build the ability to cope with the range and variety of
problems and conditions that normally confront a teacher, one must
practice coping behavior. The practice must be subjected to careful
analysis, relevant knowledge must be brought into relationship, self-
knowledge must be extended, and practice must be continued until a
psrson feels reasonably confident in his gemoral patterns of behavior
and until ha has verified his ability to adapt these general patterns
appropriately in specific situations.

Contrary to comon belief, the classroom laboratory, although neces-
sary, is not the only kind of laboratory that provides opportunity for
future teachers to develop and test their ability to cope with conditions
of teaching. A resource center, as a laboratory with materials and
equipment that enable simulation of conditions and problems of teach-
ing and with provisions for immediste feedback systems, is essential.
Such a center should be available to a student on a full-time basis.
Programs should set an expectancy that the student will become in-




creasingly independent in his work in the center, At the same time,
human resources should be readily accessible to the student to assist
him in developing ways of analyzing his coping behavior, to suggest
related reading and other activities that may be useful to him, and to
aid him in structuring and synthesizing what he is learning.

If practice of coping behavior in such a center is to have maximum
transfer to the reality setting, however, a student needs access to real
tesching situations for at least three purposes: (1} to identify conditions
or problems on which he needs to develop coping behavior, (2] to test
periodically the behavior he is developing, and (3) to integrate multiple
behaviors as called for in complex teaching situations,

Implications for professional laboratory experiences of this view of
developing coping behavior are:

¢ Much of the time and activity of students in classrooms as labora-
tories can be better employed in making laboratory use of a re-
source center.

* Prior to practice of coping behaviors in a resource center or simu-
lation laboratory, a student should have experiences in a real
teaching situation in order to identify behaviors needed and to
perceive the intricate relationships among behaviors in a real
setting.

* Extensive practice of isolated behaviors i a simulated environ-
ment, without concurrent opportunities to be in a real classroom,
may lead to mechanistic approaches in dealing with conditions and
problems of teaching,

* Problems in a real teaching situation do not occur in isolation;
variables 10 be deslt with are multiple, Teaching behavior in
coping with the multiplicity of variables is similarly complex and
requires integration of knowledge and practice, including selection
from a repertoire of behaviors.

Vision and Know-How
as Beases for Change

Teacher educators, both in schools and in universities, who are
satisfied if gradustes understand and can cope with conditions and
problems as they exist in teaching situstions today appear to be setting
their sights far short of the stated outcome being considered here. Ed-
ucationa] programs and teaching practices in common use todsy are

not yet employing what is currently known, They promise to be even
less adlequate in the future. New knowledge about teaching and learn-
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ing is increasing at an accelerated pace, so that both present knowledge
and current practice will surely be inadequate for the future.

The fact is that professional practice is not now, nor is it ever likely
to be, perfect. This is true for many reasons bnt primarily because it
is characteristic of human beings that their behavior tends to fall short
of the best thay know, © -;ondition that is aggravated when new know)-
edge is produced at a rapid rate. A critically important quality of the
professional teacher is his possession of vision of what an educational
program might be and of his particular role in causing his present

Practice to come ever closer to his vision. Because his vision changes
* with new knowledge and experience, it is always out in front challeng-
ing him to improve his practice.

1t is as imporient for a teacher education program to seek to develop
vision in its students as it is for it to ensure their ability to understand
and cope with problems of practice. If students are to build concepts
of the ideal in terms of what is currently known, programs must be
deliberately designed to provide for at least two kinds of experience:
(1} many opportunities to be part of teaching situations where experi-
mentation with new conceptions of schools, programs, teaching, and
leaming is going on; and (2} sustained dialogue with peers and inatruc-
tors where the intent is to conceptualize and criticize new programs,
new learning environments, and new teaching strategies. In connec-
tion with both (1) and (2), each student must encounter the need to
state his ideas clearly, to justify them when challenged by peers or
instructers, and to speculate about altemative practices for making his
ideas waskable.

The idea that teachers should have vision as well as understanding
and shility to cope with present practice and conditions has many
implications for a program of laboratory experiences. For example:

* A rmmge of laboratories is needed, among them some in which all

kinds of experimentation are going on.

* A wide degree of freedom, both in the laboratories and in i3 didac-
tic sessions assoclated with them, for individual students to ex-
press radical notions as well as carefully designed proposals, to try
implementing them, and to examine the consequences.

In the past, and indeed currently, some teacher education programs
have been criticized for failure to provide students with vision; others
have beon criticized for failure to develop in students the capacity to
deal effectively with existing conditions and problems of teaching.
Often both criticisms are made of the same program. The nature of the
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criticism depends largely upon the critic’'a expectancies with respect
both to the education of teachers and to the nature of programs and
teaching in schools. Criticism aside, it would seem to be unintelligent
at this time in educational history to advocate an either-or poaition. The
hope for steady improvement in programs and in teaching depends
upon teachers who can cope with things as they are but who constantly
seek to improve them.

INQUIRY INTO PRACTICE

It is the desirability of constantly seeking to improve programs and
practice that makes appropriate inquiry necessary, People, as agents
of change, may focus their energies on political strategies and often this
is necessary, However, strategies of study, research, and experimenta-
tion are always essential. In the contemporary setting, one without the
other is inadequate; both are required in bringing about change,

In a total program of teacher education, attention needs to be given
to both types of strategies. As was indicated earlier in discussion of
the first major outcome, the teacher-in-preparation needs to develop
both the understanding of political forces and processes and the ability
to cope effectively with them. He will do this with efficiency and econ-
omy, and with best potential for transfer, when he is concurrently ex-
posed to those forces and processes as they exist in real settings and to
the bodies of knowledge and wisdom which aid in interpreting and
explaining them.

A professional practitioner is obliged to carry on examination of his
practice as a basis both for improvement of his practice and for con-
tributing to the general body of knowledge in his profession. It is an
obligation of teacher education programs to provide for development
of attitudes toward inquiry and control over the skills and methods of
inquiry on the part of students, This obligation is discharged in im-
portant ways when teacher educators in institutions of higher education
and in school systems are themselves inquirers into practice and share
their rationale, methods, and findings with their students.

But it is not enough that prospective teachers see their own teachers
carrying on study, research, and experimentation relevant to practice,
Students themselves must identify significant problems for study, ac-
quire and use the skills and methods of inquiry, draw tentative conclu-
sions from their findings, and consider the meaning of findings for prac-
tice and for future study. To provide such experiences for students in
training clearly makes necessary both laboratory and university class-
room activities, involvement both in other people’s studies and in inde-
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pendent inquiry. A student must have a chance to conceptualize and
design his own studies and not be limited to working on bits and pieces
of someone else’s total design.

This anticipated gutcome for a teacher education program places re-
sponsibility on all who work with future teachers. It places some spe-
cial responsibilities on those who manage and guide work in labora-
tories, For example, consider the following implications:

* Laboratories must be places where professionals are engaged in
continuous inquiry into their practice, where there is an atmos-
phere of openness and of excitement about discovery of new ap-
proaches and new information.

* Students must be received as partners in such laboratories and

encouraged to identify problems needing study, to design and carry
out ways of studying them.

* Inquiries carried on in the laboratories of teacher education must
be seen primarily as an integral part of the instructional program
for future teachers. This is not to imply that research carried on
by professors and focused on the production of new knowledge is
inappropriate in these laboratories. It is rather to underline the
importance of a student’s learning through his own efforts to in-
quire into problems that are of a size he can manage and that are
meaningful to him at his stage of development.

The predisposition toward inquiry as a rational approach to problems
and the control over skills and methods essential to proper inquiry are
prerequisites to full status as a professional practitioner.

Obviously the preceding discussion is very incomplete, focusing as it
does on only two of the hoped-for outcomes of a teacher education pro-
gram and treating those two only in general terms. The purpose here
hes been to illustrate a way of going about making decisions on the
nature of laboratories for teacher education and of experiences to be
made available in laboratories. Thus, it serves to suggest major ideas
with regard to student teaching in the future. Before turning to ideas
particularly related to student teaching, however, it is important to
comment on at least one inevitable conclusion that must be drawn from
what has been said up to this point.

A conception of preservice teacher education as the collegiate prepa-
ration for teaching, including a sequence of professional laboratory ex-
periences culminating in student teaching, is completely inadequate and
inappropriate to the kinds of outcomes discussed in this paper. A




s N S vy

teacher is not prepared to understand and cope with problems and con-
ditions in teaching, to operate as a rational change agent in a teaching
environment, and to conduct scholarly inquiry into his practice by
reason of the scattered and often protected activities that can be pro-
vided in the normal teacher education program of four or five years,
Furthermore, realization of these outcomes occurs only with respon-
sible teaching experience during which a beginning teacher is supported
by having help close at hand and encouraged by the stimulation and
inspiration of professionals who possess expertise in practice and in
helping novices to examine their practice,

1t is critical to the future of teacher education that we begin to think
in terms of both school and university responsibility in working with
the total process of inducting the young into the profession, It is equally
important that we see the induction process as culminating, not with
the end of a collegiate preservice program as now conceived, but rather
at that point in an individual’s practice when he has demonstrated his
will and ability to be an independent practitioner and an independent
scholar of his practice. With this general conclusion as a backdrop,
additional ideas on the future of laboratory experiences in teacher edu-
cation may be siated:

* The concept of student teaching as a full-time experience during
the final years of preservice preparation in which a student tests or
demonstrates his ability to teach is already obsolete.

* In place of student teaching, the professional education of a teacher
will encompass a wide range of specifically designed experiences in
laboratories located in school, university, and community settings
and include two or more years of responsible teaching, during
which the novice will continue, in association with school and
university peisonnel, t¢ study practice.

* The selection of laboratories and of teaching posts for beginning
teachers will of necessity become a far more rigorous process. The
central criterion in selection will be the capecity of th.: laboratory
and persons working in it to involve the student of teaching in
meaningful and scholarly inquiry.

* Suitable use of new media and simulation will greatly reduce the
time a student needs to spend in a classroom as a laboratory.

* Significant modifications in functions of both school and university
personnel will occur. There will be little need for the position of
university supervisor of student teaching. Much of what is pres-
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ently done by persons in this position will be done by other uni-
versity professors in resource centers and laboratories and by prac-
titioners in the schools, University personnel will be primarily
concerned with the training of those who work with their students
in schools and other laboratories. Jointly with teacher educators in
the schools, they will guide inquiry carried on by their students.

* Persons now called supervising teachers (cooperating teachers) will
be required to have expertise related to their own work as class-
room practitioners; but of equal importance, they will be required
to develop expertise as teacher educators.

Now the question: What is the role of state agencies and organiza-
tions? The induction of the young into the proiession is a task that
must be shared by state agencies. About this there can be little argu-
ment. Exacily how the state agency might function in sharing this re-
sponsibility is not clear. Two general proposals seem particularly
pertinent at this time. The first of these relates to responsibility for
the development of laboratory centers and the second to the urgent
need for training persons to be specialists in the induction of new
teachers. ’

Laboratory centers envisioned here are of several types, extendiag
from a resource center in a university to community centers and in-
cluding a large portion of classroom and school centers. All three types
of centers require additional materials, equipment, and personnel if
they are to function maximally in the education of teachers. It would
scem that state financial resources might profitably be deployed in
seiting up all three types of experimental centers and in assuming obli-
gation for external evaluation nf their merits in operation. If work in
guch centers is to be optimally effective, personnel must be assigned
to them and granted adequate time to work in them. State agencies
should think in terms of assigning funds to school-university consortia
to facilitate the designing and conducting of varied kinds of centers for
the study of teaching behavior by novices being inducted into the
profession.

It is apparent to all who think seriously about laboratories in teacher
education that a student’s experience in the lahoratory is likely to have
quality in proportion to the competence of those who guide his work
there. Currently there are too few peaple with the necessary expertise.
In addition, knowledge about how such persons should behave to bring
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about achievement of outcomes by students is inadequate? State agen-
cies would do well to earmark special funds for the production of more
knowledge about behavior of those who guide future teachers in their
study of teaching and for the specific training of selected persons to
perform this function.

Some few years ago when it became obvious that school personnel
were going to be heavily involved in student-teaching programs, there
arose the question that has persisted until now: Should teachers be
psid individually for this work with student teachers? Diverse policies
and practices were instigated in response to the question. In many
locations, substantial sums of money were used in payment to class-
room teachers, on a per capita basis. As this financial burden becomes
too great for individual institutions, some would suggest that state
agencies should take over the financing of student teaching. The argu-
ment being made in this paper is that it is irresponsible to talk about
state obligations for student-teaching programs as though the basic
structure of teacher education, including student teaching, were going
to remain constant.

VI

Hans C. Olsen
Assistant Dean, School of Education
University of Missouri-St. Louis

What will the practicum in teacher education be like when the mil-
lennivm arrives? None of us knows, of course, but each has an image
of perfection. My own picture is fuzzy in certain key areas and un-
doubtedly is incomplete, yet three vital elements stand out,

The first clement is that each practicum student is placed in several
settings during his practicum experience. He remains in one setting
for a rather extended portion of the practicum period and, under the
guidlance of qualified supervisors, he works with pupils as a teacher.
The length of time devoted to this experience enables him to get to
know his pupils, to see and analyze the results of his teaching, and to

3 Lindssy, Margaret, and others. Supervisory Behavior in Teecher Education Laborotories. New

Yotk: Taschers College Press, 1809, (in procese.) This is e fitst of three monographs that will focue

on production of knowledge about the teaching behavior of supervisors. The sscond monograph

will present a middis-range theozy of supsrvision as teaching, and the third will be addressed to
questions of aseded research and the preparation of supsrvisors for teacher education laboratories.
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follow up with revised strategies that will make his teaching more
effective. This extended placement may occur at any time during his
practicum period.

The rest of the student's practicum experience takes place in a vari-
ety of settings, each selected especially for him in order to extend his
knowledge of teaching and increase his teaching proficiency. Place-
ment in a new setting follows from a determination that his growth in
teaching will be enhanced by that move. Each new placement is de-
signed to help him achieve certain specific objectives. Some examples
may help. The practicum student may spend some time observing a
teacher who is particularly skillful in the techniques of questioning and
another who is having difficulty handling discipline problems. His task
in these two classrocoms could be to collect relevant, objective data for
later analysis in order to extend his perceptions of the dynamics of
classroom interaction. The practicum student may sit in while a regu- |
lar teacher plans a unit or lesson. This would help him learn to apply
relevant criteria for selecting and organizing suitable content from his
subject matter specialty. In another case he may teach the same lesson
to two or more groups to gather evidence of its effectiveness with dif-
ferent classes. These few illustrations point up the fact that the possi-
bilities for different placements are plentiful.

The period of time spent in each setting depends upon the purpose
for being there. Observation placements may be as short as one hour
or as long as several days. Some teaching placements last only a few
5 minutes while others continue for two weeks or longer. Obviously,
the practicum student may find himself in several settings, each for a
different purpose, on the same day. He might start the day by teaching
a lesson, then move to a different classroom to observe another teacher
{ in action. Later that day he might cooperatively plan a lesson with a

fellow teacher-to-be in still a third classroom. It is important to note
again: new placements are planned during the course of his practicum
experience in order to facilitste his professional growth. There is no
single pattern of placement that every practicum student must follow. E

' | The second element is the emphasis on the analytical study of teach- |
| ! ing throughout the practicam period. The teacher-to-be is helped to

;‘ become a student of teaching. Merely unquestioningly imitating a more
experienced teacher and searching for pat solutions to global problems
(What is the best way to teach reading?) hold little promise for develop-
ing effective teachers. Instead, the practicum student refines his tech-
niques for critically examining his own teaching and that of teachers
he observes. With guidance and support he develops ability to handle
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successfully and creatively the problems he inevitably will encounter
when on his own in teaching. His own distinctive teaching style evolves
as he teaches, analyzes his efforts, plans new strategies, tests these in
the classroom, and critically examines his teaching again,

The third important element, cooperative supervision, helps shape the
entire practicum experience. This approach to guiding the professional
growth of the practicum student derives from a joint policy-making
arrangement between school and university. The regularized partner-
ship of these two institutions, aided by close collaboration with rep-
resentatives of the state department of education and professional
organizations, creates an atmosphere of respect and trust that fosters
cooperative supervision. It is recognized that the most effective super-
vision cannot be provided by any one person alone. Thus, a team of
school and university personnel guides and supports the teacher-to-be.
Both institutions are represented because they bring different view-
points to the practicum. Neither dominates; both are necessary. The
realities of the immediate classroom situation and the basic theoretical
formulstions, research findings, and global view of the university come
together, not as discrete, antithetical entities, but in a unified, mutually
supportive whole. The efforts of the team focus on assisting the pros-
pective teacher to become the best possible teacher he can be. He is not
molded to fit into a specific slot in a particular school building or sys-
tem, Rather, the team works to prepare him to teach as effectively as
possible in any teeching situation in which he finds himself.

Cooperative supervision involves the practicum student. It is not
something done to him. Instead, he is a member of the team and as
such participates in all deliberations. Rating his efforts and judging
his adequacy are of secondary importance. The team works to extend
his effectiveness as a teacher by providing objective feeuback of his
teaching and assisting as he analyzes it, constructs new strategies, and
80 on. Preaching and “leying down the law" seldom occur. All team
members, including the practicam student, participate in identifying
his specific needs, examining alternative courses of action, selecting
the one that seems best, and testing it. This is a continuous process
that requires a close working relationship among team members. The
work of the team is enhanced by the fact that some people may join
and others may leave as the practicam setting and the needs of the
prospective teacher change. Curriculum professors from the university
may be brought in for specific purposes and for designated lengths of
time, one clinical professor {university supervisor} may remain through-
out the practicum period, several clinical teachers {supervising teachers)
may be members at different times as the practicum student moves from
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one setting to another, or two or three of them may be members at the
same time. The building principal and school curriculum supervisors
often become team members.

This brief description of three vital elements in my picture of the
perfect teacher education practicum affords only a glimpse at what I
hope student teaching will become. Perhaps mention of a fourth ele-
ment will help. The practicum is a part of the total preparation pro-
gram of the teacher-to-be, but it is also a clinical experience for all
members of the supervisory team. In a very real way it helps, even
forces, the parlicipating school and university personnel to critically
examine and refine their own practices. Are these four elements in my
dream too unrealistic?

It is obvious that the state educational agency must exercise leader-
ship in bringing together schools and colleges to develop partnership
programs that will enhance the likelihood of the practicum I would like
to see. Standards governing the preparation and selection of super-
visory personnel must be worked out, encouragement to try new ap-
proaches is needed, increased financial resources are necessary, and
continued refinement of other facets of the teacher praparation pro-
gram must be sustained. The crucial rols of the state agency is evident.
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Robert 1. Reynolds

Graduate Student
University of California-Berkeley

There can be no doubt that the United States today is a soclety in
rapid transformation. While general agreement may still be reached
as to the origins and traditions of our society, simllar ageement is not
available on the nature of the important challenges confronting the
society. In fact, disagreement over the identification of current chal-
lenges may well be a more important source of conflict in America
today than disagreement over proposed solutions to problems com-
monly recognized, Certainly, few would venture a prediction as to
the challenges of the future.

This has not always been the case. Fifty years ago man thought that
if he understood the problems of the present he could predict the prob-
lems of the future. Future problems were, after all, mere extensions of
current problems. They might be different in magnitude, but they
would not differ in nature. The nature of problems did not change,
and certain types of problems would always persist,

During this age, education served soclety effectively by teaching
youth the ways in which traditional and contemporary problems were
solved. If a student could master accepted techniques in the solution
of specific problems, he was judged an “educated” man and one capable
of success in the future. For the times, this was certainly an ac-
ceptable and pragmatic definition of education.

But times have changed. The problems of our future promise to be
only distantly related to the problems of the present. In addition, the
very nature of future problems will almost certainly be significantly
different from the nature of current problems.

Unfortunately, while the times have changed, education has not.
Many people, teacher educators especially, find it profoundly disturb-
ing that public education, for at least the last decade, has fajled to meet
the needs of individuals in our society. Public education has failed to
recognize the fallacy inherent in the assumption that in our age indi-
viduals are prepared to cope with the future by studying the past.
Today, change is so constant that the problems of our future will arise,
not from our past, but from the solutions to the problems of tomorrow.

We educators, however, have failed to recognize this reality and
continue to prepare students to cope with the problems of the past and,
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when noncontroversial, the present. More tragically, in an age when a
college student will be forced to reeducate himself three times within
his lifetime merely to keep abreast of developments, we continue to
regard education as the retention of content knowledge. In an age of
constant change, we persist in defining educational objectives in terms
of the needs of the disciplines rather than the needs of the individual.
Perhaps at one time these needs were synonymous, but this is no
longer true.

The objective of public education today must be the development of
what Maslow and Rogers term the “fully functioning” or “self-
actualizing” individual. More than ever before, society now urgently
needs the services of individuals who can deal effectively with diversity,
who are educated to discriminate between available choices, and who
are psychologically able to make intelligent decisions. Education must
concentrate, not on the retention of knowledge per se, but on the
utilization of knowledge.

In an age when problems were predictable, it was perhaps justifiable
for education merely to pose problems for students to solve. In our
era of ambiguity, it is far more important that education teach students
the process of finding problems and the art of asking questions. Man
has developed a marvelous technology to aid in the solution of prob-
lems, but that technology cannot be applied to the discovery of choices
if appropriate questions are not formulated. The use of knowledge in
the formulation of questions may well be the major skill needed by the
“self-actualizing” individual.

To be realized, the new directions briefly presented above neces-
sarily call for new dimensions in the teacher education process. Dis-
cussions in preperation for this conference appear to have been con-
cerned largely with fixing responasibilities for student teeching. While
this is an important issue, let us not delude ourselves into thinking that
fleld experiences for teacher candidates are ipso facto valuable experi-
ences. The nature of the teaching process as it occurs in the public
schools is badly in need of examination and reform. Insofar as field
experiences teach the candidate to adept to an essentially outdated
system, those experiences will be a threat to the educational reforms
so essential to the continued progress of our society.

On the other hand, reform is certainly not possible unless the re-
sponsibility for the preparation of teachers is firmly fixed. Until there
is some central coordination and direction in the process of tescher
education, reform on an effective gcale is only a dream. Fixing re-
sponsibilities for student teaching is indeed a necessary condition for
an effective program of educational reform, but it is not a sufficient con-
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dition. We must concern ourselves with the structure and content of
the teacher preparation program.

As an initial condition for reform, teacher education must break
away from the stultifying practice of isolating and measuring educa-
tional progress in terms of urits, credits, or semester hours. This de-
parture from tradition will necessitate the abolition of the traditional
teacher education major and implies an individually prescribed set of
experiences for each teacher candidate leading to an acknowledged
behavioral objective. Unless teacher education can break with tradi-
tion and begin to measure progress in behavioral terms, educational
reform is impossible.

James C, Stone proposes that new institutions called Education Pro-
fessions Institutes, or EPI's, be established and given responsibility for
programs in teacher education.! This is an important proposal. If im-
plemented, EPI's would certainly be in a favorable position to inaugu-
rate the proposals I make here,

The very nature of an individually prescribed program of experi-
ences for teacher candidates precludes detailed discussion of the
formal structure of such a program. By definition, such structure must
be flexible and fluid so as to allow maximum attention to the needs of
individual candidates. Flexibility, however, does not imply lack of
direction, for the objective-of such a teacher education program must
be carefully defined.

The objective of teacher education programs must be the preparation
of teachers capabls of promoting in students those skills and behaviors
which mark the “fully functioning” individual. The greatest cbstacle
to the realization of this objective is that very few teacher candidates
have themselves experienced an educational system so dedicated.

As a first step, then, teacher education programs must redirect the
experiences inculcated by candidates after four years with the aca-
demic disciplines. The majority of students entering a program in
teacher education are the products of a system which, in practice,
defines education as the accumulation of subject matter content simply
for the needs of the individual disciplines. Through appropriate acu-
demic and field experiences, each candidate must come to understand
that virtually any discipline can be taught in a8 way which will enzich
student lives, not through the acquisition of facts, but through an
understanding of intellectual skills and process. Unless teacher candi-
dates comprehend education as process, further prepacation in the
“methods” of teaching is futile. The first step in the program, then,

1 S0 “One Stap Further.” pp. 105-44.
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must be an investigation of the nature and goals of education in
modern soclety.

We should note again that no common set of activities should be
required of all teacher candidates. Candidates who enter the program
with an understanding of education as process certainly need not share
in the experiences provided those who do not. A program in teacher
education should not be visualized in terms of time but must be seen
as an individual program leading to the development of identifiable
behavioral objectives.

The second step in a teacher education program should lead the
candidate to an understanding of how his specific field of interest can
be utilized in the education of students. He investigates now the spe-
cific teacher behaviors which are appropriate to his discipline and to
the teaching situation.

Since the ability to male value choices is the mark of the “self-
actualizing” individual, a esmdidate must observe and understand how
this ability is developed by students in the context of the candidate’s
discipline. Again, through appropriate academic and field experiences,
the candidate must discever that the ability to make value discrimina-
tions precedes the ability % make value choices.

Further, the candidate must realize that the development of these
competencies in students implies a much higher degree of self-direction
on the part of students than has traditionally been granted by teachers.
Candidates must understand that the ability to inspire students to draw
from themselves appropriate responses to changing situations may well
be the essential skill of the successful teacher. Unlike the traditional
concept of the teacher setting the goal and controlling the student in
the achievement of that goal, we have here the essential fact that the
teacher must trust the student. Within the situational framework estab-
lished by the teacher, the teacher must accept, at least temporarily,
the student’s own perceptions and goals.

Unfortunately, few teacher education programs today require teacher
candidates to develop an adequate understanding of their personal
attitudes, prejudices, conflicts, and roles, yet this self-understanding is
essential to an acceptance of the perceptions of others. Teachers un-
aware of personal ambitions and prejudices can seriously interfere
with student development of personal values and self-direction.

Use of the unstructured group process should certainly be considered
more seriously in teacher education programs as a valuable aid
in the development of self-understanding by candidates. In addition,
candidates could well be aided by an awareness of the uses the un-
structured group process offers in the development of interpersonal
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relationships among students. Such awareness certainly would lead
candidates to consider the vital problems of the evaluation of student
development in a process which offers no common standard of achieve-
ment such as is included in the traditional graded content curriculum.

There is yet another competency which should be exhibited by
teacher candidates before they enter the final stages of their program,
It is essential in our society that teachers have a well-developed sense
of social conscience and an understanding of the process of com-
munity change. For this reason, teacher candidates should be required
at some point in their preparation to serve an internship, of their
selection, as an advocate of change in the community. Any candidate
completely satisfied with the status quo will be of questionable value
to the education of individuals striving to develop the competencies
necessary to cope with constant change. In an age of change, teachers
should be among the foremost agents of change, preparing youth to
accept and manage change.

The introduction of teacher candidates to the actual task of teaching
is the third step in the teacher education process. As with the entire
process, this segment must remain flexible and adaptable to the needs
and competencies of the individual candidate. Individual programs
should vary as to length and degree of involvement and responsibility.
It is to be expected that some candidates will exhibit competencies
allowing them to assume full teaching responsibilities immediately,
while others may be able to acquire competencies only gradually over
a period of several years. Certainly, the development of differentiated
staffing patterns should aid in the introduction of candidates to a teach-
ing situation where they feel secure and competent.

Whatever the level of involvement, however, each candidate must
be allowed the freedom to develop his own tachnique for teaching.
This must be a creative, not an imitative, process and implies the
freedom to fail. Each failure, however, must be viewed by all con-
cerned as an important contribution to the development of further
competencies. In an important sense, candidates must here exhibit the
very behavioral traits and skills they are secking to teach to students.

In order to aid and protect the candidate during this process, new
arrangements must be established between imstitutions for teacher
education and public school systems. Teacher education institutions
should provide full-time staff assigned permanently as scholars-in-
residence to public school systems working with candidates. These
scholars-in-residence, as experts in teacher education, should assume
primary responsibility for the programs and continued progress of
candidates in the field.
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Cooperating school districts should also take a more active role in
the preparation of teachers and should provide staff experts to work
cooperatively with the scholars-in-residence to provide effective sup-
port for the candidates.

Finally, teacher education institutions must accept primary responsi-
bility for the placement, assignment, and success of candidates who
have completed programs of preparation. Today, too many beginning
teachers either give in to the forces of the status quo after a few years
of teaching or become martyrs and leave the profession. In either case,
this is a loss we can ill afford. Our schools continue to remsin rooted
to an archaic tradition of education and our society suffers as a result.

In certifying that candidates possess the behavioral and academic
skills necessary for success in teaching, these institutions should be
prepared to support their products by matching candidates with posi-
tions and then providing further services as needed by the beginning
teachers. In addition, teacher education institutions should accept
greater responsibility for general programs of in-service education as
an initial step in the maintenance of high professional standards, Poli-
cies such as these will help instill pride anc¢ confidence in the candi-
dates, in the institutions, and in the profession itself.

To best serve modern society, education must aid individuals in
using knowledge wisely to manage change. This task calls forth in
men depths of self-understanding and skills in interpersonal relation-
ships not required in previous times, Teacher education, insofar as it
interferes with the development of these atiributes, will lead to con-
tinued frustration and disillusionment of teachers and students alike,
Teacher education, insofar as it aids in the development of teachers
possessing these attributes and capable of aiding others in pursuit of
these competencies, will add to the fullness of human life.

V4111

Donald M. Sharpe
Director of Professionol Laboratory Experiences
Indiena State University

One way to start thinking about what student teaching should be-
come would be to first list the conditions beyond our control (CBOC])
and the conditions within our control (CWOC).

78

amn




CBOC

1.
2.
3.

4-

Large numbers of persons will have to be prepared.
Many different individuals will be involved in the process.

The students of teaching will have to assume considerable re-
sponsibility for their own preparation.

Teacher preparation will be ouly one of many worthwhile activi-
ties competing for university staff and money.

CwoC

. Practice needs to be evaluated continuously in light of research.

Admittance to the profession should be based on teaching com-
petencies.

The resources of modern educational technology can be focused
on the preparation program for teachers.

Teacher preparation can be recognized as the joint responsibility
of the members of the profession and of colleges and universities.
Cooperative arrangements can be developed involving the public
schools, colleges, state departments, and the profession to elimi-
nate duplication and to clarify role responsibilities for the persons
concerned.

The preparation of teachers can become an exciting venture
which challenges the imagination and identification of the pro-
fessional teacher.

The identification of CBOC prevents us from wasting time in starry-
eyed, impractical proposals that can be initiated under unusual condi-
tions or extensive foundation support but cannot be translated into the
general pattern.

CBOC

1-

To plan a program that requires a ratio of one instructor to four
teachers is not realistic. This is not to say that we should be
content with the mass programs that obtain at the present time
but that we might very well work for the kind of ratio that ob-
tains in professional schools of medicine and law.

The recognition that many different persons will be involved
would demand that conscious attention be given to the means of
communication among those persons. It is essential that all such
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persons have a chance to participate in planning and evaluating
the program as well as in administering it.

To help students assume responsibility for their own preparation,
we must make materials readily available, such as programmed
instruction on teaching skills, research reports, instructional aids,
and relevant books and articles. These materials need to be in
the schools where the students are.

The education profession must show its muscle and use its politi-
cal power to demand adegquate financial support for teacher
education.

The identification of CWOC can help us start to act.

cwocC
1. Some progress has been made in identifying teacher behaviors.

We must proceed to develop instruments for evaluating teaching
gkills and move away from credit-counting toward the assess-
ment of teacher performance. Recent research in the analysis of
teacher classroom behavior has revealed at leasi three major
factors related to teacher success: a personality factor—friendli-
ness, surgency, self-concept; an organizational factor—the way
one plans and organizes his work; and a logic factor—the way
one thinks and helps pupils examine their own thinking processes.

The portable video-tape recorder would seem to have been in-
vented for student teachers. It is the best possible way of seeing
yourself as others see you. Every student teacher should have
the opportunity to see himself teach via VTR, A student teacher’s
placement file should include a video tape of his teaching.

3. To reverse the universal trend toward specialization and com-

partmentalization will demand creative thinking of a high order.
Perhaps truly professional state departments of education may be
able to provide the vehicle for cooperative action. The federal
government cen make funds available. As the public schools
define various roles, they need to include one which provides
responsibility for teacher education. The school buildings and
facilities need to recognize this added role.

Society is becoming aware that the teacher molds the future of
the nation and the worid. The alternative to the use of force to
solve problems is the use of reason. Education is the key.
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IX

E. Brooks Smith
Chairman, Department of Elementary Education
Wayne State University

The following argument is presented somewhat extremely to focus
teacher educators’ attention on a dimension of teaching that has been
neglected in recent times.
There is across the world a strong reaction to modern man’s over-
absorption with science and technology as the only organizing centers
of man’s life and of his education. The dominant world culture has
become absorbed with means, forgetting the ends in a Mammon-like
rush for something called “progress.”
The rise of existentialist philosophy and the worldwide activist re-
volt of students against the establishment created under the aegis of
“scientific progress’” are examples of reaction to the idol Technology.
The following is a limited attempt to reconstruct a point of view :
toward teaching that puts a knowing and feeling man back into the ;
world picture. %

TEACHING: A PRESENTATIONAL ART

The great teacher is an artist in presenting the world through his
eyes, in communicating his ideas about it, and in moving people to
think and feel deeply about their existence and their relationship to the
; world about them. He composes in the media of language, mime,
i sound, and picture to effect a response to the world in others. As an
| artist, the teacher must master the crafts of his art. For him this means ,
E “mastery of language, of the visual arts, of stage setting, of movement, |
: and of the flow of events.”! ;

Language is the prime vehicle of expression and exchange in the f
classroom. It is the medium for that “mental play” which should dis-
tinguish the school from the natural play of the alley or the backyard.
Teachers, Dewey said, need to be able to “keep track of this mental
] play, to recognize the signs of its Presence or absence, and to know
how it is initiated and maintained.” ?

t Huebner. Dwayne. “The Art of Teaching.”” Unpublished manuscript, 1951, pp. 14-18.
2 Dewey, John. The Reigtion of Theory to Practice in Education, Republished. Washington, . C.:
Association for Student Teaching. 1984,
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Smith,? in his investigations of the teaching act, described seven
major types of “didactic verbal behavior” in teaching performance:
defining, classifying, explaining, conditional inferring, comparing and
contrasting, valuating, and designating. ‘“Teaching is improved when
the teacher is made aware of the actions he performs linguistically,”
analyzes them for effectiveness, and changes them accordingly.

Teaching can be viewed logically as a “task word” and the action
it describes as a “system” somewhat discrete from learning. To learn
is seen as a “paralleling” and corresponding “achievement.” ¢ When
this is the way teaching is conceived, then one of the actions in this
system would be the teacher’s presentation of his symbolic transforina-
tion of experience in a manner or method which will encourage stu-
dents to develop their own conceptions and presentations in dialogue
with his. This action, or as an existentialist would describe it, this
“engagement,” would requir. artful strategies of presenting. These
would include the teacher’s logical organization of his concepts around
appropriate themes and the psychological reorganization of them for
presentation to youngsters, the subtle framing of questions, which will
create dialogue, and the careful preparation of resource materials, dis-
plays, demonstrations, and talks for explaining. There is an art in the
making of these presentations when students become “engaged” with the
teacher in the lifting of thought through classroom communication.
The teacher works very like an artist as he molds and sculptures ideas
for presentation in symbolic forms which will cause transactions be-
tween the pupil and his environment and between the minds and ex-
periences of students. Teaching is an act of presentation, a commit-
ment to the generation of ideas and spirit among men. Teaching is the
question and explanation of Socrates, the pilpul of the Talmudic acad-
emy, as well as the parables of Jesus. It is the persuasive rhetoric of
Erasmus, the finely honed logic of Bacon, as well as the polemics of
Churchill and the quietly powerful exhortations of Lincoln. Teaching
is the clever and orderly arrangement of facts, concepts, and generali-
zations by Herbart as well as the artful leading of childizn to concep-
tual schemes by Froebel. The telling images in film created by Fellini
and the simple but momentous messages in language and musical

3 Smith, B, Othansl. "A Cnucept of Teathing.” Languoge and Concepts in Educotion. {B. O.
Smith and R. H. Ennis, editors,) Chicago: Rand McNally & Co., 1981, pp. S&-97.
4 1bid.. p. 9.
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sound of Britten's Noyes Fludde are teaching. The charm, persuasion,
and good sense of Sylvia Ashton Warner in her dialogues with children
epitomize the art and craft of great teaching. Teaching at its finest
creates epiphanies, little revelations of life.

Student teaching must be in this argument a study of what teaching
should be, given a reconstructed world view that centers education
upon the task of knowing life.

The student approaching teacber education will need to be involved
deeply in a humanistic education that stresses the self-discovery process
of learning as he engages in transactions with his environment and in
interaction with his teachers and the knowledge they can organize and
present. Science and technology are studied in their proper place:
science as but one process for coming to know, metaphorical imagina-
tion and logical reasoning being others; and technology as mere exten-
sion of man's tools. The questions of aim and value will be raised
constantly in this education. During this period of his education the
student teacher will experience the presentational and communicative
arts of teaching. His teachers will be models for him to emulate.

The second phase of a student teacher's education will involve him
in an analysis and critique of the symbolic presentations of teachers
recorded on video tape. This process of analysis will be more like
modern literary criticism, which looks at the ideas thrust of a literary
work and the means by which the communication is achieved, than
like the analysis of an animal's behavior and reactions to it. Focus
will be on the symbolic presentations of the teacher and the responding
symbolic presentations of the pupils. Student teachers will compose
their own teaching presentations, organizing their teaching strategies
in view of the logic of ideas, the aesthetics of communicative style, and
the psycho-logic of possible pupil response given the intellectual and
emotional maturity of the pupils in their own social setting. Experi-
mental teaching episodes will be video-taped, then viewed and dis-
cussed in the above terms with special focus on the value questions
raised and discussed. Student teachers will video-tape their own
teaching, view the tape, and write critiques of it, and then an experi-
enced teacher and a college supervisor will view the tape, read the
critique, and confer with the student teacher, critiquing the means of
teaching composition and discussing alternative ways. This instruction
in teaching will be a dialogue between teachers and student teachers
resulting, it is hoped, in the refinement of the presentational and com-
municative processes that make up teaching.
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Joe Smith
Professor of Educotion
Chico Stote College, Colifornia

The chief condition which must be established for a thrust forward
in student teaching is the possihility for responsible commitment.
Mechanical conditions and protocol and fiscal potentials have all been
explored, plotted, and refined. True, few have come to pass, hut they
have been blueprinted ! and wait only on the successful application of
politics. What has not been thought through with care, though, is the
role that commitment and responsibility have to play in the develop-
ment of a teacher.

Somehow there must be found a way to engage a young person in
some meaningful relationship to the teaching act at the point where he
indicates a desire to teach. Whether this point is in high school, the
first years of college, or graduate school does not matter; the possibility
for involvement with teaching and learning that carries with it re-
sponsibility for the quality of performance must be present. It might
be tutoring, it might be service as a teacher aide, it might be play-
ground supervision, it might be home teaching, it might he any one of
a number of activities. The chief criteria would be that the activity
be congruent with the readiness of the student-becoming-teacher and
that responsibility for performance is built in.

(These criteria may be entirely too severe, for too often—if I may be
somewhat cynical-—regularly credentialed teachers are assigned tasks
beyond their readiness, and most of the responsibility seems to fall
upon their pupilsi)

Can we envision the reorganization of schools in such a way that
the induction and professional growth of persons in teaching are parts
of the school system?

A number of writers and speakers have suggested recently that there
needs to be a restructuring of the profession into grades of responsi-
bility. Most of these suggestions have come from considerations of
merit pay and salary differentials. I should like to suggest that in the
notion lies the kernel of possible practical developments in student

teaching.

I Joint Committes on Btate Responsibility for Student Teaching. Who's in Charge Here? and A
New Ordor in Student Teaching. Washington, D). C.: Nstionsl Commission on Tescher Education
and Professional Standsrds, National Education Association, 1088 and 19¢7,
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At the top of the hierarchy (Oh, awful wordl) will be the person
called teacher. He might have responsibility for developing curriculum,
analyzing data concerning pupils, and prescribing assignments and pro-
grams for a number of classes. He might only occasionally actually
show up in a class, and the., heaven help us, not to “lecture.” He
might have on his team a variety of technicians, from media experts
to programmers to tutors and monitors. Within this array of techni-
cians and experts there certainly could be provided opportunities for
students-becoming-teachers to be responsibly employed.

Being s0 employed, the student teacher would have to be responsible
to the school, to the pupils, and to his fellow team members for doing
the thing which he is employed to do. He would have to commit his
time and his energies, and he would have to stand for an evaluation of
his work and the possibility of being discharged for failure to perform,
or failure to perform effectively.

There is another precondition for the establishment of such a situa-
tion: Teaching must be seen as a professional task which is definable
apart from the thing being taught. At the present time, schools employ
teachers because they "know" history, or they “know"” mathematics,
and so forth. Technology is moving us way, way beyond this point,
has so moved us. The subject matter (the data, in other words} is
already being researched, programmed, stored, "media-ed” by small
teams of experts outside the school—in publishing houses and media
centers of one sort or another.

The ¢xPertise of the teacher is becoming that of analyzing data con-
cerning pupils, diagnosing learning difficulties, prescribing the most
probable successful combinations of data and programs for given
pupils and given groups of pupils. In the organization of the school,
and in the inclusion of the student-becoming-teacher in that organiza-
tion, the tasks of analysis, diagnosis, and prescription must ta..e prece-
dence over the examination of units accomplished in this, that, or the
other body of data (called subject matter).

It seems to me that state departments of education and teacher edu-
cation colleges could profitably get together to develop demonstration
and research centers in and with the cooperation of school districts. In
such centers the details of a new organization for teaching-learning, one
which could involve students-becoming-teachers responsibly, could
be worked out.

I do not make this suggestion idly or with any lack of respect for the
really farsighted thinking which already has gone on concerning fiscal
responsibility and administrative control. But in the past seven years
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my responsibility has been partly for the development of a student-
teaching program in cooperation with the Napa State Hospital, a part
of the California State Department of Mental Hygiene, and with the
Preston School of Industry and Frico Ranch for Boys, both parts of the
California Youth Authority. In these instances we have managed to
work out good fiscal arrangements, housing and transportation, and
the business of commitment and responsibility. Our students are given
a class and made responsible for it; they are involved in induction and
disposition conferences with the professional staff and know that what
they do or do not say and the data they predicate upon will affect the
immediate and long-term future of the pupils (inmates) being discussed.,
Often these same student teachers return to the campus for more
student teaching in regular situations, and the effects of the responsible
commitment at Napa or Frico or Preston are immediately visible. They
do not hold the same things to be important that the master teacher
does, or the college supervisor. They will not sit calmly for a copycat
semester. They seek and use data concerning the pupils assigned to
them. They work at reorganizing purchased texts and media for spe-
cific application to their groups. When my colleagues and I visit in the
schools where these student teachers are employed for their first year
of teaching, we find they do the same there.

What I am suggesting is that the next big leap forward in student
teaching generally might well be the translation of this dynamic we are
employing into the situation in local schools. We have tried to do it
at Chico State College but bave had to admit, so far, that the schools
are not organized to assimilate the dynamic effectively and that the
focus, in any case, seems t0 be on subject matter mastery by the
teacher rather than on skills and expertise.

One final word: It is my belief that schools and colleges do not have
a lot of time in which to work out such arrangements and purposes as
I have implied. The current unrest about schools is much more to the
point than was the unrest of the fifties and early sixties. The intention
of some to provide an alternative is serious and through federal fund-
ing is being worked out, often effectively. 1 would urge all who have a
responsibility for schools to move rapidly and to take advantage of the
very good thinking about financing and organization which already has
gone on, Add to it the dynamic of responsible involvement and the dy-
namic of commitment of time and energy, and soar.




CHAPTER FIVE

Innovative Ideas in Student Teaching
I. An Overview

Kathleen Amershek and Chandler Barbour
Assistant Professors of Education
University of Maryland

The reports of innovative ideas in student teaching which follow this
overview are presented as representative of the fleld at large. The intent
is to provide some bench marks for impiementing the recommendations
of the Joint Committee on State Responsibility for Student Teaching
which were 30 clearly stated in Who's in Charge Here? ! The Commit-
tee's definition of student teaching was used to set the scope of the
reports: * ‘Student teaching’ should be understood to mean observation,
participation, simulated teaching, internship, externship, and other
field experiences which are part of a teacher education program.” ®

We sought identification of innovative student-teaching practices
from a cross-section of the profession—chief atate school officers,
representatives of school and college personnel, students, authorities in
administration of student teaching, officers of national organizations,
and all of the R&D and regional educational laboratories—as well as
from current ressarch.? Sources other then the traditional ones were
investigated, such as industry and other professions, which also are

Yoint Committes on Stats Responsibility for Student Teaching. Who's in Charge Here? Fixing
Ascponaibiiities for Siudent Teaching. A Discumion Paper. Washingion, D. C.: Nstional Commia-
sion on Teacher Education and Professionsl Btanderds, Nationsal Bducation Assoctation. 1088,

3Joiat Commities on State Responsibility for Sindent Teaching. A New Order in Student
Teoching: Fining Responsibilities for Student Tenching. Washinian, U, ¢.;: National Commission
on Tescher Bducation and Proiessional Stamdsrds, National Bducation Association, 1007. p. 3.

2 Johnson, James A. “A National Survey of Student-Teaching Progrsmn.” Uapublished meanu-
script, Northarn [llinols Univemity, DaKalh, 1508 Y. 8. Departmont of Health, Education, and
Waeliare, Office of Education, Buresu pf Ressarch Project No. $-8182, Grant No. ORG 3.7.058188-
2038, 1008,
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concerned with preparing people for the field, since they could offer
some interesting ideas for student teaching from a different point of
view.

The response was enthusiastic; in many instances, several sources
suggested the same program. Written descriptions were then requested
from each program that was recommended, with the noneducation pro-
gram descriptions usually being secured through interviews.

Over 150 descriptions were examined. The selection of those to be
included in this report was difficult because many of the ideas were so
similar. But this great similarity served as good background for high-
lighting the few programs that were considered to be unique. The final
choices are representative of new practices in student teaching and of
the strongest of the more conventional programs. Several exciting
proposals were submitted which are not yet operational and therefore
do not illustrate practice at this point. Only those programs which are
in use were considered for inclusion.

The focus of the Baltimore Confcrence on "The Role of the State
Educational Agency in the Development of Innovative Programs in
Student Teaching” may imply only ideas that are largely concerned
with the logistics of financial support, certification, and legal responsi-
bility. While these features were fully considered, in reading the pro-
gram descriptions we found many ideas of small scale that seemed to
hold promise for improving the field if they were implemented on a
grander scale.

Many of the programs had common concerns of a logistical nature.
One such concern was for the placement of great numbers of student
teachers; another was finding effective plans of supervision. The use
of noncollege personnel for supervision was described by many of the
programs, but truly new positions—with new responsibilities, preroga-
tives, and jurisdictions—were establic’.ed by only eight. Some of
these new positions were established to better integrate professional
study and practice through different schedules of assignment in the
classroom. Although time arrangements varied, the essence of the
experience was the same—more use of schools in conjunction with
methods courses at the colleges. There was strong interest in the use
of inner-city schools and in experience with minority cultures.

The video-tape recorder was the most common technological inno-
vation reported, used in most instances for microteaching, in both
preservice and in-service education. The programs reported conven-
tional use of the technique, and one program is using it as a means of
in-service supervision.
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ing which is based on competencies to be developed by individuals
ratber than fitting individuals to preset expectations. Other programs
are variations on conventional ones.

A limited use of techniques for effecting attitudinal changes in teach-
ing personne] was reported. Sensitivity training for preservice students
appears especially in programs designed to prepare teacbers for inner-
city scbools, although all five programs cited show a variety of uses
of the technique.

The problem of transfer of learning from theory to practice is not
unique to teacher education. Investigation of other sources such as
[ the Job Corps, businesses whicb supply services to education, indus-
i trial training programs, management programs, government agencies,
and the related professions of law and medicine—produced several
ideas that may have merit for student teacbing. Most of these program
descriptions were obtained through interviews with training officers or
beads of training departments since publications about the programs
generally were of the public relations type. The subsequent distilla-
tion of these interviews produced rather different results from the
review of materials from the teacher education programs. Threads of
practice that are translatable to student teaching were more prevalent
than whole programs that could be adapted easily. Such threads were
found running through many of the programs and are assumed typical.
Given the difference in goals between the education and noneducation
fields, this is not an unexpected conclusion.

It seems more useful for tbis report to identify the major trends
among various companies than to try to describe training programs.
The ideas cited below seem to fall into two areas: the use of unusual
alliances of resources and the identification of a broad area of ability
in personnel pools.

The use of unusual alliances to achieve sound training for industrial
personnel includes multi-use of the communrity, formation of new
groups for special tasks, and new organizations of government and in-
dustry cooperation. The community bas become part of tbe laboratory
experience.

The importance of employees knowing a community in order to fit
into the industry's practice was underscored by two companies. Stand-
ard Oil of New Jersey (ESSO) sends its young management personnel
througb a series of placements in its operations in various countries
before deciding on their permanent placement. The guiding factor is
how well the trainees understand the influence of the community on
ESSO's operations. Their ability to participate in the community is
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judged valuable to the company. The concern with community urban
problems has been used similarly by the Chesapeake and Potomac
Telephone Company of Maryland.

Other professions have started requiring candidates to spend time
working for community agencies. The prospective professionals must
present evidence of work with civil rights organizations, legislative
projects, medical jurisprudence, and youth or other community agen-
cies which utilize the candidates’ talents for agency needs while they
learn what those needs are.

Some industries have taken over the financing of particular com-
ponents of public school programs in order to maintain an adequate
labor pool in the community. With an industry bearing the cost of
training, the schools can offer the program the industry needs as part
of the regular elective curriculum for students who later will seek
employment in that industry. When an alliance of industry and school
is formed, both parties seem to gain. Industries also reported the use
of esteblished college courses, especially at the graduate level, to in-
crease employee competence. Bell Telephone Laboratories and the Na-
tional Aeronautics and Space Administration are the leaders here.

The identification of broad areas of ability in personnel is the second
major trend in noneducation programs. These programs strive to build
on the special strengths of their trainees rather than modify them to fit
company standards. They seem to have done more with individualiza-
tion, behavioral objectives, and efficient use of machinery than have
the teacher education programs.

Bell Telephone has established an assessment center for new em-
ployees to study thoroughly the unique potential each person brings to
the company and invests sufficient time and resources to establish the
most productive support. The company willingly invests in the educa-
tion of personnel as potential growth for itself.

NASA invests heavily in assessment procedures before selecting
personnel for its varied and highly skilled needs. The guiding philoso-
phy is selective admission and the use of a diversity of techniques to
“shape up” a candidate for the job. Stress is put on the use of elec-
tronic simulation, electrowriters, and other technological devices to
expand the talents of a highly productive person rather than trying to
find an additional person of equal ability.

To summarize the ideas from this investigation is difficult. The ap-
proaches to the problem of transfer of learning from theory to practice
for education and noneducation interests are not comparable because
of their differing motivations. Yet there is value in knowing what
others have found productive. In summary, the education programs
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have concentrated on quantitatively organizing experiences which offer
provision for variation. The noneducation programs have accepted the
impossibility of educating students for specific situations and have been
willing to invest money in developing trainees' unique assets. These
programs are moving from the training to the educational coicept.

The grid which follows offers a summation of the features of the
programs in teacher education. The brief descriptions of these pro-
grams indicate who may be contacted for further information. Further
information on the noneducation programs may be obtained from the
authors.

The descriptions which follow have been checked by the sources.
but no on-site evaluations of the programs were made. The responsi-
bility for selection and inclusion of each description rests solely with
the authors. Our audacity in labeling a specific idea “innovative" is
justified we think by the wide scope of the investigation and the cre-
dentials of the nominators. Although the survey was extemsive, the
probability of overlooking a promising idea is too real to be ignored.

I1. Program Descriptions
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PROGRAM

Interinstitetional
Cooperation
integrated Pro-
fessional Program
Individualization
of Experience
Technology
Sensitivity

Experience
Training
Analysis of
Teaching

Cross-Cultural

New Position
Developed

State Plan

CALIFORNIA
1. immaculate Heart College

2. San Francisco State College X X X X X
3. Temple City Unified Schools X

COLORADD
4, Chetry Creek Schools X X X
and University of Colorado

5. Colorado State Cotlege T | x X

GEORGIA
6. Atiants Schools X | Xix

ILLIROIS
7. Southern Klinois University

y * 8 Northwestern University X Xi{iX
| KANSAS )
9. Kansas State Teachers College

r MAINE
10. Gorham State College

MARYLAND
11. University of Maryland

MICHIGAN
12, Hope Coliege

13. Wayne State University X X

MINNESOTA

14. University of X X
Minnesota-Duluth

NEW JERSEY
15. Montclair State College

NEW YORK
18. Fordham University

17. Pace College X | X X X

4
4
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PROGRAM

fessional Program

interinstitutional
integrated Pro-
Individualization
of Experience
Cross-Cultubal
Exparience
Technology
Sensitivity
Training
Analysis of
Teaching

New Position
Cooperation

State Plan
Developed

NEW YORK (Cont)
18. State University Coffege at X X X

Brockport and
Rochester Public Schools

19. Yeshiva University X X

OREGON

20. University of Oregon X| X X
and State Department

21, Portland State Coliege X

PENNSYLVANIA
22. Bucknel! University

TENNESSEE
23. George Peabody College

UTAH
24. Brigham Young University

w WASHINGTON

T 25. Washington State University X X
and State Department

WEST VIRGINIA

26. Kanawha County X X
Public Schools and
Coopsrating nstitutions

WISCONSIN

27. Wisconsin State University — X
La Crosse

REGIONAL LABORATORIES

28. Far West gg X X
for £ducational Research
snd Development

29. Upper-Midwest Regiona! X X X
Educational Laboratory
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1, Self-Directed Changes in an Educational System. Immaculate Heart
College, Los Angeles, California 90027. Contact Sister Helen Kelley,
President.

This experiment designed to bring ahout a climate of self-directed
learning in schools and personal growth for teachers is heing conducted
in conjunction with the Western Behavioral Sciences Institute at La
Jolla. The developers hope that it will provide a means for effecting
changes in a school system in a relatively short time,

The program is for both prospective and in-service teachers and
focuses on climate in educational situations and teachers’ ahilities to
he receptive and flexihle in their missions. The authors of the program
cite research which demonstrates that these qualities can be effected
hy intensive group experience, also known as T-grouping or sensitivity
training. They note that business, industry, and government agencies
have used this tactic inimproving leadership and communication within
their structures but that it is a relatively untapped resource in education.

Participants have met for weekend encounter groups with staff mem-
hers from the Institute. It is the objective of the groups to provide
maximum freedom for personal expression, exploration of feelings, and
interpersonal communications. It is hoped that defenses will be dropped,
enabling participants to relate directly and openly to other group mem-
hers. The predicted outcomes are {a} individuals who know themselves
and each other more fully, and (b) a climate of openness and honesty
which generates the trust needed for persons to effect more innovative
and constructive behavior. The creative capacities of individuals, rather
than heing stifled, are expected to he nourished and expressed in this
environment.

2. San Francisco State College — Sausalito School District — San Francisco

Unified School District Teacher Education Project (STEP). School of
Education, San Francisco Stete College, 1600 Holloway Avenue, San
Francisco, California 94132, Contact Dr. James E, Bixler, Director, STEP.

STEP is a multiple-funded cooperative effort to change teacher edu-
cation for persons working with economically disadvantaged pupils in
the following ways: {a) to improve selection of volunteers, white and
nonwhite, who express interest in teaching in desegregated or ghetto
schools &s well as to develop a group of minority youth qualified to
enter teacher education; {b) to develop a coordinated innovative pre-
service/in-service teacher education curriculum for college students,
resident teachers, and paraprofessionals which is directly related to
effective elementary school classroom practice; {c) to develop a corps
of supervising teachers to prepare professionals and paraprofessionals
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to work with other school personnel in Satellite School Units surround-
ing the Education Professions Development Center; (d) to develop
evaluation instruments for studying the effectiveness of teaching and
to conduct research permitting effective evaluation of STEP. STEP is
organized around the following areas:

Preservice/In-service Preparation

The STEP curriculum is based on the premise that the training of
teachers and of teachers of teachers should be carried on in a program
which provides continuous involvement in the classroom. The primary
focus is upon developing effective ways of dealing with classroom tasks.

1. Preservice and in-service preparation takes place in one Educa-
tion Professions Development Center (in Sausalito) and nine
Satellite School Units (four in Sausalito and five in San Francisco).

2. The primary emphasis in the social studies curriculum and in-
struction is on the Taba Curriculum Development Project model.

3. Direct experience in the classroom from September through the
following summer and successive roles reflect the increasing levels
of competence as students progress from teacher assistants to stu-
dent teachers to nonpaid interns in a one-year sequence.

4. The instruction is in strands rather than blocks so that educational
psychology, educational sociology, C&I in social studies/R-LA/
math and AV are taken concurrently from September through
summer.

5. Innovative use is made of media. Still photography, slide series,
filmstrips, and recordings illustrate and test sensitivity to pupil
response. TV is used to teach techniques and to cover students’
progress with children, with immediate playback for self- and
peer analysis and cooperative evaluation by students and faculty.

6. The unique Curriculum Materials Center has both a wide variety
of instructional units, kits, literature, and new experimental ma-
terials for pupils and professional library materials-—all used by
the students and teachers in relation to the correlated seminars
and direct experience.

Group Counseling

STEP provides teacher candidates with an opportunity for the inter-
play of personal and professional dimensions of life to be explored in
the encounter group and later in the nonevaluative climate of a small
group of peers under the leadership of a profesional counselor.

1. Counseling provides an opportunity for confronting the dichoto-

mies between attitudes and values of teacher and pupils who
come from different cultural settings.
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2, The counseling “laboratory setting” increases the probability for
”_gglgting_ﬁdevelopment of professional competencies to personal
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“growth
1 ]

Community Educational Services/New Careers

STEP candidates and teachers are directly involved with parents in
relation to their children’s schooling and to their own self-improvement.
In addition, teacher candidates are recruited from low-income minority
neighborhoods to ensure models demonstrating that schooling is profit-
able. STEP supports:

1. A Community Educational Services program to gather and share
professional information and inspire and involve the community
in the effort to change and improve education. including special
adult education sessions for *educationally deprived” parents.

2. A New Careers Program to seek out minority students who are
potential teachers, help them enroll and stay in college through
work-study programs, other financial assistance, tutorial pro-
grams, and guidance, and eventually to become effective teachers.

Evaluation and Research
STEP activities require ongoing inspection and follow-up assessment.
Major responsibilities of this staff are:

1. To provide descriptive data on the student teachers and to com-
pare this and other meaningful groups, such as students in the
regular student-teaching program.

2. To obtain data relating to the experience of the STEP students.

3. To develop evaluation instruments for studying the effectiveness
of teaching and for possible use in selection of candidates.

4. To conduct research permitting evaluation of the effectiveness of
the STEP program.

3. Differontisted Teaching Staff. Temple City Unified School District, 9516
East Longden Avenue, Temple City, Cdlifornia 91780. Contact Fenwick
W. English, Director of Projects.

The Temple City plan, although it includes many aspects of adminis-
trative reorganization, represents an innovative program for staff de-
velopment. It is concerned with the induction and continuing education
of in-service personnel but obviously has implications for college
programs that are preparing teachers,

In the differentiated staffing plan, teachers are treated differently in
assignment of responsibility, in pay, in selection Processes, and in

g6




evaluations. Personnel are selected on the basis of experience and
qualifications and are retained in their positions or promoted on their
ability to perform in assigned capacities. This idea is contrary to the
popular notion that all teachers should be treated equally.

The plan was developed and continues to be regulated through a
high degree of staff participation. One significant strength of the plan,
according to the developers, is the provision for implementing ideas of
the professional staff.

Basically, changes come in the hierarchy of personnel when individ-
uals are reassigned. Additional remuneration comes with increased
professional responsibility, which means a change in the roles of the
teachers. These new responsibilities imply increased training and
experience in the program.

The idea that one teacher can be all things to all students is eschewed
in favor of a reorganization of the various tasks that occur in the
schools. Flexible scheduling, dual use of instructional models and
resource facilities, and delegation of tasks must be accepted for efficient
employment of this plan. In addition, personnel must come to the point
in their educational thinking of assuming responsibility for each other’s
performance: fuil-fledged maturity in the perception of this program is
required. Conversely, the staff members must be willing to edd to the
program by being involved in professionalizing and disciplining their
own ranks.

From these new definitions of the teaching role come opportunities
for advancement, positions for regulating the profession, increased
decision-making power in school programs, and suitable environments
for teamwork.

A brief description of the roles in the staffing plan indicates the
utilization of personnel. Salaries are not noted since these are currently
being revised.

1. Master Teacher. Introduces new concepts and ideas to schools,
translates research into instructional probes while serving in a
teaching role, has responsibility for improving staff talents. He
works with the senior teacher in developing new theories of
curriculum and learning units.

2. Senior Teacher. Is responsiblé for application of curriculum in-
novations to classrooms, is a master teacher and a learning spe-
cialist, has a limited role with classrocom teaching but considerable
concern with the teaching of teachers.

3. Staff Teacher. Performs functions of typical classroom teachers
except that clerical duties are eliminated.
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4. Associate Teacher. A neophyte to the profession, one who is not
expected to be a skilled diagnostician within his subject or skill
area,

5. Academic Assistant. Works with children on a limited instruc-
tional basis within learning centers. Could also be a teacher intern.

6. Educetional Technician. Assumes many of the clerical and house-
keeping tasks and some instructional responsibilities of a general
teacher aide variety.

An integral part of this model of differentiated staffing is the con-
comitant installation of flexible scheduling. The philosophy involved
is that not only must teacher talent be differentiated but so must the
time to deploy that talent to meet specified learner needs.

4. A Comprehensive Tescher Education Program. Cherry Creek School
District and University of Colorado. Contact Milton Schmidt, Director,
Teacher Education Project, Cherry Creek School District, Englewood,
Colorado 80110; or Dr. Stephen Romine, Dean, School of Education,
University of Colorado, Boulder, Colorado 80302.

This is a cooperative program of formal education, plus work, train-
ing, and service experiences to induct new teachers into teaching, The
_ attempt is to redesign the practicum phases of teacher education as
well as to meet some practical problems.

The program differs from the conventional type in that there is a
progressiva transition from campus-oriented education to service and
practical learning in a variety of school and community environments.
Students begin in the third year of their teacher education program to
assume duties in actual classrooms. This continues through the fifth
year when they receive the bachelor's degree. Full-time teaching dur-
ing the sixth and seventh years is arranged and opportunity is given
for a master's degree. The instructional roles that these students fill
will be as instructional assistants, interns, and residents.

The program developers feel that this earlier connection of theory
and practice will be highly beneficial. The differentiated instructional
roles are considered a better means for inducting new personnel be-
cause they represent continuing professional development.

Other positive features of the program are (a) the opportunity stu-
dents have to receive pay during the matriculation phase of a teacher
education program; (b) the opportunity they have for experience in
differing cultural environments; (c) earlier screening of teaching prob-




lems and incompatibilities; and {d) the individually tailored programs
to minimize the wasteful loss of certificated teachers from the pro-
fession,

Basically, the program is a reorganization of the professional se-
quence, allowing earlier induction io field experiences. The overall
practicum phase is much longer and is carried on concurrently with the
campus part of the professional experience. There is no indication that
professional courses will be altered significantly, but the assumption is
that longer and more varied field experiences (different models) will
result in higher competence.

The idea of close involvement of school and university implies that
a stronger responsibility can be placed with public schools for teacher
education.

3. Remote Teecher-Training Center, Institute for Child Study. Colorado
State College, Greeley, Colorado 80830. Contact Dr. John H. Meier, Direc-
tor of the Institute.

This program of in-service training for teachers in early childhoced
education attempts to develop, by means of various new media, the
communication and feedback features of a laboratory situation for
personnel who live long distances from the campus. It is designed to
effect optimum economy and efficiency in training.

Participants have their initial orientstion to the program in sum-
mer sessions in elther an on-campus one-week workshop or an on-site
concentrated two-day session, The remainder of the program is bandied
by remote control, with perticipants in the field being supervised from
the CSC campus.

Esgentially, the program involves the development of training units,
filming examples of these for models, and forwardin3 the models to
participants who use them to imitste in their own classrooms. The
participants in turn video-tspe their own teaching attempts and for-
ward them to the training center in Greeley where a team critiques and
returns them with recommendations to the participants,

The trainees are fairly well clustered within a geographical area
which affords ready access to recording equipment. Most of them are
mm in early childhood programs such as Head Start or Follow

The instructional units are sent out to the satellite sites at two-week
intervals. Sixteen units contain a total of sixty-four learning episodes
which are designed around the basic objectives of the New Nursery
School. Each training unit includes prepared learning units to be tried
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in the classroom and an explanation of their terminal objectives. A
model learning episode is presented on a film clip. Directions include
suggestions for viewing and working with the instructional materials.
There are critique and response sheets on which the trainees provide
feedback information to the trsining center.

A staff member at the trsining center views a trainee's video tape,
prepares a critique using the same format as the trainee, and returns
these so that the trainee can again view the tape as the critique is
considered.

'This program is still in the experimental stage. If it shows positive
results, there are important implications for future programs of in-
service training for teachers in early childhood education. The subject
matter and grade level obviously could be altered to fit other situations
if the project develops as well as anticipated. The program was ini-
tiated through an NDEA Title X1 grant and has been extended through
an EPDA grant.

8. Differentiated Staffing Program. Atlanta, Georgia, Public Schools ond
area colleges. Contact Dr. Lucille Jordan, Director, Title III Program,
Atlenta Public Schools, Instructional Services Center, 2930 Forrest Hill
Drive, S.W., Atlanta, Georgia 30315.

The teacher education program idea developing in Atianta deals
particularly with a long-term field experience that stretches from high
school through the postgraduate internship year. While many of the
program features are concerned with a more logical and appropriate
introduction to teaching, there are some practical side effects as well,

This program differs from the conventional in that potential teachers
can be identified as early as the high school years and can start getting
classroom experience as teacher aides at this time. Professional-type
experiences can be furnished through Future Teachers of America
chapters. From then until they graduate from college, they spend at
least one-quarter of a year in teaching activities and the remaining
quarters in regular collrge work. In their senior college year, the stu-
dents assume considerable responsibility for teaching and after com-
pleting the bachelor’'s degree enter a closely supervised internship.

The student passes through a variety of roles in this process. He
recoghizes his responsibility early and sees the relevance of his col-
lege courses to the learning situation in the schools. The developers of
this plan see another advantage in eliminating the incapable and mis-
counseled student early in career preparation.
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The teaching experiences in the schools provide a solid base for
these students to relate to their college classes. Their concerns, ques-
tions, fears, and needs can be identified early, when extensive atten-
tion can be given to them. As an ongoing service to the developing
teachers, supervisory teams, each made up of the principal, the super-
vising teacher, the clinical professors, and the college adviser, should
work together to map out experiences for the students. These teams
should concern themselves with the growth of students and how rapidly
they should approach different roles. The director of such a project
should hold a joint appointment with the school system and with the
colleges involved to insure maneuverability.

Other features of the program are as follows: {a) experiences for
students in different schools, different cultural communities, and at
different levels; (b) aide pay, permitting many more potential teachers
to enter the programs; {c) increased time for regular staff to attack
other classroom problems; (d) an opportunity for the school system to
recruit and channel more people into areas that need staffing.

Interest in this cooperative endeavor as a pilot study in Atlanta is
beginning but no structured plans, staff, or budget exist. There is no
evidence on which to evaluate programs of this sort as yet. Their value
must be based on the premise that roles in schools can be learned
earlier than has been attempted heretofore and the process of experi-
encing these roles can serve to make the teacher induction process
more fruitful. The idea of using the environment of learning in public
schools to promote teacher education appears innovative and promising.

7. NEXTEP (New Exploratory Teacher Education Program). Southern IHi-
nois University, Edwardsville, lllinois 62025. Contact Dr. Merrill Harmin.

NEXTEP is an ongoing program working toward the development of
an ideal teacher education curriculum. It is also training school super-
visors and teacher trainers, with support from the U. S. Office of
Education.

The NEXTEP curriculum is different in many respects from conven-
tional programs. Learners have many more choices about what and
how they study. Grades are replaced by descriptive evaluation reports.
There is much attention to the personality development of the teachers
in training. Courses are replaced by briefer study units which have
either clear objectives or clear procedures, or both. Small *“core groups”
are formed to provide security and guidance. Practice experiences are
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woven throughout the course of study. And self-discipline and exciting
teaching are the chief motivating forces.

All students in the NEXTEP developing model curriculum are placed
in four-person core groups and taught a series of strategies for making
the most of the resulting peer-led interaction. Cross-groups are formed
by having one person from each core group meet together in a new
group. Cross-groups and community meetings provide a communica-
tion network in the program and stimulate personal and social growth.

Learning is organized around units of study which students contract
to master when they are ready for them. Ideally, units have opera-
tionally stated objectives and alternate learning routes. Students are
informed that they may also invent their own learning routes.

E NEXTEP presently has units on such topics as handling disruptive
behavior in the classroom, helping students cdlarify values, developing
empathy, exercising students’ thinking, and using interaction games to
meet needs and teach interpersonal skills.

The mood of the program is humanistic, flexible, and open. There is
much emphasis on releasing the natural potential of learners and re-
moving impediments to interpersonal effectiveness.

The NEXTEP staff still faces many questions. How can learners be
helped to move toward self-responsibility effectively? What teaching
skills are important and how can they be specified operationally? How ‘
can learning be aided by nonhuman resources such as papers and ma-
chines? Nevertheless, the experience to date with NEXTEP has been
positive. The curriculum is evolving and becoming elaborated in ways
which appear to be useful. New and effective practices have been
identified which can be used, in whole or part, in existing teacher
education departments.

8. Tutorial-Clinical Program. Schoo! of Education. Northwestern University,
Evanston, Illinois 60201. Contact Dr. William R. Hazard, Director of the
Program.

The Tutorial-Clinical Program is designed for strong teacher prepa-
ration in subject fields and the art and science of teaching on the
1 assumption that the liberal and professional components are integrally
related and can be developed best by a new approach. Its objectives
are [a) to individualize teacher education, (b) to involve students in
more direct relationships with pupils and schools, and (c) to develop
teaching competency through direct analysis and supervised practice.
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Formal courses in theory and methods are replaced by a four-year
sequence of tutorials and parallel clinical experiences—observing,
tutoring, planning, teaching, and evaluating—under the direction and
supervision of tutorial professors, clinical professors, and cooperating
teachers.

The tutorial professors, full-time members of the School of Educa-
tion faculty, work with 10-12 students individually and in groups. The
clinical professors are faculty members of both the University and the
cooperating schools. As practicing master teachers, they maintain their
skill through continual classroom teaching. These professors, along
with cooperating teachers, continuously assess the students’ profes-
sional skills and ultimately recommend their certification.

The tutorial-clinical approach is inductive, starting in the freshman
year. Students begin with questions or problems and seek tentative
answers in academic courses or clinical practice. The questions fre-
quently come about from the clinical work and are brought to the
tutorial for colleagues to analyze. Tentative hypotheses are proposed
and provisions for testing are worked out. The constant interplay
between classroom experience, discussion in tutorial, and study of
professional literature promotes stndent inquiry and interest.

The professors have a major responsibility for program development
and meet periodically to review and assess, with the help of students
and cooperating teachers, the content of the tutorial and clinical work.
The program is flexible and components change as experience and evalu-
ation dictate. The following is an overview of the four-year sequence.

1. Freshman tutorials focus on socia! problems and institutional re-
sponses to them. Selected human values such as wealth, educational
opportunity, power, health, and affection are examined in relation to
American culture and social institutions. An exploration of these values
and their distribution within society provides a means of partially inte-
grating a cluster of otherwise disparate concerns. Discussions of con-
temporary social conflict and politics deal with questions of how given
values ought to be distributed, and social criticism focuses on our
failures to achieve just distribution. Field trips to such agencies as
juvenile court, child-welfare organizations, and minority interest groups
give the students some grasp of the realities of value distribution.

2. The sophomore tutorials explore critical issues in philosophy,
sociology, and related behavioral and social sciences and their relation-
ship to schools, pupils, and teachers. The students participate in clini-
cal assignments at the elementary and junior high school levels. These
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assignments, arranged on a half-day-per-week schedule, expose the
students to laboratory settings for observation, tutoring, paraprofes-
sional responsibilities, and an active induction into schoo} and teaching
procedures. At the end of the sophomore year, students decide on
their certification level (elementary or secondary) and teaching field.

3. The junior and senior year tutorials, a two-year sequence, are
designed for five teaching fields: elementary (K-9), English, social
studies, mathematics, and science. They are directed by specialist
tutorial professors and focus on curriculum, teaching content, and
methods. Elementary teachers develop concentrations (9 courses) in
two academic areas, and secondary teachers complete comprehensive
majors in one teaching field. The students meet regularly with their
tutorial professors to discuss academic course work and its relevance
to their teaching role in the schools and to develop teaching plans for
implementation and testing in the clinical setting.

The clinical professors arrange two-year assignments for the students
in one or more schools. Elementary candidates are assigned to the
building principal, secondary candidates to the appropriate department.
In both instances, students move in and out of various assignments as
needed to develop a broad range of teaching skills. This two-year
assignment gives the students continuity with the school, the faculty,
and the pupils and is intended to foster early development of teaching
skill.

During these two years, the students meet regularly in groups and
individually with their clinical professors to analyze the teaching
problems, methods, and their individual development. The clinical
work consists of one-half day per week of observation, teaching, and
research in the schools. During the winter quarter of the senior year,
the students teach half-time every day. Specific teaching assignments
are planned jointly by the student, the clinical professor, and the class-
room teacher. Throughout this two-year sequence, the students’ teach-
ing performance is assessed and the classroom assignments are tailored
to build their competency. Cumulative records on performance in both
the tutorials and the clinical assignments guide the professors’ assess-
ment and advisement of their students.

Upon successful completion of this program, which is approved by
the Illinois State Teacher Certification Board, students are recom-
mended by the University for regular teacher certification. Freshman
students entering Northwestern may apply for admission to the pro-
gram, as may limited numbers of underclass transfer students.
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9, An Experimental Study of Professional Education for Secondary Teach-
ers. Division of Teocher Education, Kansas State Teachers College, Em-
porie, Kansas 66801. Contoct Dr. ]J. T. Sandefur, Chaoirman of the
Division.

This program was the result of a proposal developed to determine
the benefit of an experimental over a conventional teacher education
program. It now exists as a fifth-year program for liberal arts graduates
] who wish to acquire certification. Its objectives are (a} to have knowl-
edge related to teaching identified and organized in a systematic fashion,
and (b} to implement a series of laboratory experiences to accompany
this professional content—to integrate professional and laboratory i
study.

The experimental program replaces formal courses with three
“phases” of professional preparation based on a structured study of
content in conjunction with planned laboratory experiences.

Phase I is a semester of intense observation and coordinated reading.
The observation, to determine the nature of the learner, is done by
closed-circhnit TV which originates in the campus laboratory school
and is supervised by an experienced professor. In planned seminars
the students discuss the content and implications of the coordinated
readings.

Phase II, participation, takes place in public school classrooms where
the trainees serve as aides to the regular teachers. Readings and semi-
nars on selected topics, organized to keep pace with the students in
the laboratory settings, are continued.

Phase IlI, student teaching, is based on the idea that concepts ac-
quired through observation, participation, and readings can be tested
through practical application. Effective techniques, teaching functions,
and applications of tools used in a classroom are emphasized. Seminars
and readings are continued during this phase.

The developers have substantial evidence that the experimental pro-
gram participants concluded their experience with more desirable
behavior ratings. In addition, the desirable behavior ratings of the
pupils involved with experimental program teachers were improved
more than the ratings of other pupils. The experimental groups evi-
denced more use of indirect teaching behavior, and the general ratings
on members of the experimental group were higher.

The behavior changes evidenced by the experimental group were
concluded to be a result of the experimental program.

105

T




10. Teacher Education and Job Corps Cooperative Project. Gorham State
College, Gorham, Maine 04038. Contact Dr. Kenneth Brooks, President.

A pilot project has been established between a Job Corps Center and
Gorham State whereby students from the College receive training at
the Center in teaching disadvantaged women and a group of women
from the Center are admitted as students at the College. The planning
and development of the project was a joint enterprise involving the
staffs of both institutions. Objectives of the program are {a) to extend
educational opportunities beyond those available at the Job Corps
Center, {b) to enrich the experience of student teachers through teach-
ing disadvantaged youth, and {c) to utilize the talents of the faculty and
staff at both institutions for their mutual professional benefit.

A small number of JC Center students are currently enrolled for
credit in regular freshman courses at the College. In addition, a care-
fully planned adviser-advisee program has been developed to aid the
women in making the transition from the Center to the College. Inter-
ested undergraduates have provided regularly scheduled assistance
to Corps students in matters of college and community life. The
director of Upward Bound at Gorham State is serving in the capacity
of academic adviser and meets with the women weekly to offer en-
couragement and evaluate their progress.

In a reciprocal arrangement, Gorham seniors are assigned to the job
Corps Center for one-half of their student-teaching semester. These
students are selected jointly by College and Center directors on the
basis of {a) their enthusiasm for working with the disadvantaged and
their interest in the program, {bj their proficiency in the major field of
study and understanding of growth and development, and {c) their
adaptability to an atypical classroom situation.

Teaching at the Center provides opportunities for student teachers
to broaden their horizons and develop new insights. Each selected
senior participates in two widely contrasting learning situations—an
eight-week period in a public school followed by an eight-week period
at the Job Corps Center. The seniors return to campus each Friday to
participate in a seminar to share their experiences with other students.
There is evidence that the seniors in the project have developed a
greater perception and versatility in the use of teaching techniques and
resources.

The sharing of services by College and Center is considered mutually
beneficial. Faculty members at the College are contributing leadership
in curriculum revision at the Center. Job Corps women have actively
participated in a sociology seminar in which they freely exchanged
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viewpoints, both personal and objective, with class members. This
experience is indispensable to the growth of both underprivileged Job
Corps women and typical college students. Job Corps personnel who
have served as speakers at convocations and seminars at the College
are challenging the goals, attitudes, and aspirations of future teachers.
They have alerted students to the satisfactions of a teaching career
among the underprivileged.

Benefits to both the College and the Center are gratifying. Long-
range evaluations are planned to determine if objectives of the project
will be accomplished.

11. Teacher Education Center. College of Education, University of Mary-
land, College Park. Maryland 20742. Contact Dr. James F. Collins,
Coordinator, Office of Laboratory Experiences.

The center concept is a unified approach to teacher education, focus-
ing on a cooperatively developed and administered preparation pro-
gram with emphasis on continuing career development. The Office of
Laboratory Experiences has developed a number of these structures in
cooperation with several county school districts in Maryland and with
the Washington, D. C,, system. The objective is to present a coordi-
nated program of preservice and in-service experiences to meet the
needs and interests of undergraduate students and experienced pro-
fessionals in such a way that each begins a study of teaching at his
own level of development. An allied objective of the program is to
utilize more fully the resources and talents available in the regions
served by the centers.

Coordinating this program in each center is a full-time person jointly
selected and employed by the public school system and the University.
His role, generally, is to plan an effective laboratory experiences pro-
gram for the MU students assigned to the center and to coordinate an
in-service program for supervising teachers who work with these
students.

The students are in the schools one day a week for one semester
during their junior year and full time for eight weeks, if secondary, or
full time for sixteen weeks, if elementary, during their senior year.
They are not assigned to one supervising teacher but to the staff of the
center or to a department within the staff. This places the responsi-
bility for planning, directing, and assessing the development of a student
teacher on a number and variety of people and ultimately on the whole
staff of the center.
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The MU supervisors serve in the capacity of curriculum and teacher ! ;
education consultants to the staff of the center. They work more di- i
rectly with the supervising teachers than with the individual student . "
teachers. Thus, the public school personnel assume increased responsi-
bility for the preservice progiam and in return the University assumes
increased responsibility for the in-service program in the form of
tuition-free courses and workshops together with seminars and
consultant services.
The student teachers have intensive ongoing experiences wherein
they gradually assume major responsibility for the instructional pro-
gram. The experiences vary in number and duration, depending mainly
; on their individual needs, interests, and developmental patterns. Sand-
5 wiched in with these intensive experiences are a variety of extensive
experiences designed to give the students a broad and comprehensive
view of teaching. The extensive experiences can vary from short,
two-hour “porthole” observations to perhaps eight or ten half-days of
observation and limited participation.
In each center a sequence of courses is being offered to develop a
staff of associates in teacher education. These courses consist of (a)
in-depth study and practice of different cognitive and affective systems
for the analysis of teaching, such as Interaction Analysis, OScAR 5V, «
and Galloway's Non-Verbal Scale; {b} procedures for the modification '
of teaching behavior, such as microteaching, 35mm time-lapse photog-
raphy, simulation, and video-tape feedback; (c) the study and imple-
g mentation of different teaching strategies; and (d) the study of super
! vising behavior. These courses carry three semester hours of graduate
or special student credit and are offered free to cooperating center staff :
{ members in return for their work with students. : |
! Full implementation of the ideas embodied in the teacher education !
center concept will ultimately establish a new kind of joint sovereignty
for teacher education shared by colleges, state departments of educa-
tion, public school systems, and professional associations.

#1 4 mmetn we Tara moo

* ! 12, Teacher Education Program. Hope College, Holland, Michigan 49423.
f = On program element No. 1, contact Dr. Lamont Dirkse, Acting Chairman,
Hope College; or Dr. Dan Paul, Hope College. On program element
No. 2, contact Dr. Claude Crawford, Principal, Douglas Elementary
School, Saugatuck, Michigan 49453; or Dr. Calvin Vanderwerf, President
of Hope College.

The Education Department of Hope College has initiated a new
pattern in teacher education that represents changes in organization
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and content as well as philosophy. Much of the clinical part of the
program has been affected by the cooperative relationship set up with
Douglas Elementary School, in Douglas, Michigan. The objective is to
prepare affect-oriented teachers who are concerned with the total
development of the child and who are prepared effectively to function
this way. Two elements of the programs that focus on clinical experi-
ences are noted below.

1. Miniteaching. This is a prestudent-teaching experience that pro-
vides structured teaching opportunities for students. It is planned to
unite the teaching methods discussed in class with the experience of
putting them into practice. Students are in teams that prepare lessons
for children. About two weeks are used in planning each unit and this
is followed by the teaching of the unit in a school. These planning and
teaching intervals are spread throughout the semester. Each team de-
termines its own approach and presents the lesson plan to colleagues
prior to teaching. Evaluations are done after the teaching to provide
the teams with guidance for the next unit. Guidance is given by college
instructors and the teaching is observed by the instructors.

2. Microteaching. This is coordinated in the education center that
has resulted from the cooperative arrangement with Douglas School.
The total-participation plan involves bringing Hope College seniors to
the Douglas School full time for a year. They are assigned as associates
to experienced teachers, receive part-time pay and 20 semester hours
of credit, and are supervised by college personnel. The trainees teach
in their specialty areas and an attempt is made to place each trainee with
pupiis who are motivated to work in the associate teacher’s area of
interest. There are additional teaching assignments as well. Profes-
sional growth for these associate teachers comes through seminars con-
ducted by college staff, the ongoing relationship with the experienced
staff, and maximized classroom experience.

The program developers feel that this approach to teacher education
with a minimum of formal course work and total involvement in a
school where the philosophy is affect-oriented, is the most productive
means of inducting new teachers.

13. An Undergraduste Team Internship Program in Elementary Teacher
Education. Department of Elementary Education, Wayne State Univer-
sity, Detroit, Michigan 48202. Contact Dr. E. Brooks Smith, Chairman.

The WSU Department of Elementary Education and the Detroit Pub-
lic Schools have employed a pattern for producing more self-directing
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student teachers whicb represents a change from regular student
teaching and a modification of the typical internsbip. While the plan
involves organizational changes in tbe field experience, a “teaching for
pay” element, and community service, the primary goal is to offer an
advanced professional opportunity that provides a situation in which
the analysis of teaching can occur on a regular basis. The objective
can be defined as making an experience available that will serve to
move the teacher-trainee from playing roles to assuming roles. The
program is a transitional experience for the second-term student teacher
wbo previously was an “outsider” in the classroom. It allows appropri-
ate guidance but permits freedom for the trainee to extend bimself.

A teacher-director, jointly selected from the public schools, is as-
signed full responsibility for the instruction and administration of two
nearby classrooms. Four interns per semester are assigned to him.
Working as a team and in pairs under the guidance of the teacher-
director and a clinical instructor, the interns plan all classrcom activi-
ties for the children. Each intern is present 80 percent of a week. The
clinical instructor, wbo works closely with the teacber-director, is a
college supervisor wbo coordinates the program and devotes 20 per-
cent of his time per team unit. Systems for the analysis of teaching
are employed to allow the interns the opportunity to sbare planning,
teaching, and the assessing of results with the teacber-director, their
teammates, an? the clinical instructor. A fourth major role in the
internship program is the clinical professor, a senior faculty member
of the College of Education wbo serves as adviser, giving 5 percent of
his time per team unit.

The benefits of the program for teacbers-in-training are as follows:
{a) It affords a team system for joint planning but independent teaching.
{b) 1t allows joint assessment but individual reteaching. {c) It permits
time for planning conferences, for video-taping and observing in schools,
and for analysis and critiquing sessions based on data collected from
teaching episodes.

There are four units in operation. There is no special funding and
supervisory loads are the same as in regular student teaching. The
time for clinical supervision is gained by concentrating four interns
in one training station.

The developers bave evidence that the team interns, when given
responsibility for classrooms, not only survive but innovate and carry
out noteworthy educational programs. In a follow-up study, principals
wbo hired the graduated interns have described them as second- or
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third-year teachers. A prospect for the future of this arrangement is
that the internship team can become the innovative cell from which
new ideas can move forward.

e e e, s . -

14. Correlated Teacher Ecucation Program (COTEP). University of Minne-
sota-Duluth, Duluth, Minnesota 55812. Contact Dr. Tomas Boman,
Director of Secondary Education.

The philosophy behind this program is that more adaptable and more
highly trained educators must be available to meet the changing needs
of society. Its developers feel that conventional programs which pro-
duce teachers to fit a particular curriculum and organizational pattern
suffer in this age. The concern, they say, must be on concepts of
teaching rather than techniques.

The objective of this two-year program for juniors and seniors is to
produce teachers who are highly adaptable and who can rationalize
theory with practice. To accomplish this objective, COTEP makes
greater use of and provision for «. lier induction to field experiences,
; individualizes the course of study, and is a cooperative effrt of college
and public school staffs. The organization of the program is as follows:

Junior Year, Phase I-—tutoring in the public school and study of the !
physicsl, social, and emotional growth of the child, plus selected read- !
ings in school organization. Phase Il-—microteaching and the study of ;
human learning, measurement, and statistics. Phase IlI—small-group |
instruction in the public school and the study of methods of instruction
and evaluation of learning within a subject matter specialty.

Senior Year. Phase IV—full-day preservice teaching in the public
@ school and continued emphasis on the study of the design of fmplemen-

tation of instructional strategy, plus selected readings in educational ;
philosophy. Phase V--independent study and/or research related to ;
the preservice teacher's area of concentration, plus development of a
personal philosophy of teaching.

To maintain the close contact with field experiences, a student teacher
is assigned to a supervising teacher when he enters the professional
sequence in education. His initial responsibility, in addition to course
work, is to tutor a few students under the direction of the supervising
teacher. As he grows in ability to assist in the classroom and in his
understanding of the pupils, his task increases until he has direct re-

L sponsibility for a group, including planning and implementing instruc-
; tional strategy. The student teacher progresses through the program
at his own pace, depending on his mastery of the capabilities for each
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phase. The supervising teacher has the responsibility of directing the
student teacher’s school experiences and a tutorial professor assists in
planning and supervising his program. These two persons coopera-
tively evaluate the preservice teacher’s progress.

In.essence, each student teacher has a program of teacher education
individually structured to meet his own needs. The traditional material
normally covered in methods courses on campus is covered in this
| program in individualized instruction, independent study, and small-
group seminars directed by the college personnel.

15. Special Programs for Urban Teschers (SPURT). Montclair State College,
Upper Montclair, New Jersey 07043. Contact Dr. Lawrence Kenyon, Di-
rector of SPURT.

In the interest of better preparation of classroom teachers for New
Jersey cities, Montclair developed the SPURT project to give partici-
; pants more adequate training for teaching roles in inner-city situations.
Montclair prepares teachers primarily for secondary schools.

SPURT involves a twofold thrust: to create more student interest in
: urban teaching by providing realistic preparation, and to increase
g faculty concern for and involvement in the educational problems of
disadvantaged vouth. The program combines three types of learning
| experiences which are considered necessary for urban teaching: ex-
perience in human relations through course work and workshops; de-
velopment of backgrounds in sociology, psychology, and professional
i education through courses oriented toward urban problems; and field
: work in both urban schools and community agencies.

Students enroll in the program in the second semester of their
sophomore year. They take two special courses per semester, includ-
ing educational and sociological foundations courses with emphasis on
urban environment and problems, methods courses, and group dynam-
ics. They spend a minimum of 6 hours per week in field work through
the first four semesters and then do student teaching for a minimum of
ten weeks in an urban school.

During the first semester students do their field work in social agen-
cies (Youth Opportunity Center, Head Start, a hospital social service
department, etc.) and repeat this experience in the junior year. During
the fall semesters of the junior and senior years, they work as teacher
aides in public schools in a variety of planned experiences. Students
are assigned to classes in their major teaching field. In addition, they
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work in special areas such as reading classes, guidance offices, or
special education classes.

The human relations feature of the program is incorporated to sensi-
tize both students and faculty to the disadvantaged. In this endeavor,
concepts and techniques developed in human relations training have
heen woven into the program. One course is devoted to the dynamics
of human relations.

No assessment has been made of the program. However, informal
feedback from participants indicates it is worthwhile.

16. Apprentice Teacher Programs. School of Education, Fordham University,
New York, New York 10007. Contact Dr. Harry N. Riviin, Dean; or Dr.
Philip Vairo, Acting Chairman, Division of Curriculum and Teaching.

Fordham has developed a pattern of preparing classroom teachers
for urhan schools which can be described generally as apprentice
teacher programs, the clinical phase of a multidisciplined unit approach
to learning and teaching. The developers hope that the new programs
will prepare competent beginning teachers and give them the support
they need in launching careers in urhan areas.

The objective is to hlend observation, theory, and apprentice teach-
ing into a single frame. Directed ohservation by the apprentice teachers
is the takeoff point for greater understanding of the theories under-
lying the teaching-learning process and their application. The experi-
ences gained hy the trainees in ohservation and teaching hecome an
integral part of their course work at the University. The course work,
in turn, helps the irainees to adapt to the policies and practices in the
school while learning to apply alternative procedures.

The program is open to undergraduate and graduate students and
normally takes one year to complete. The first phase includes appren-
ticeship as a teacher assistant and enrollment in a course in learning
and teaching. Trainees work under the direction of a classroom teacher
and under the supervision of the university instructor. They serve
about 4 hours a day for the entire term. During the second semester
the students are assigned as apprentice teachers at grade levels con-
tiguous to the previous assignment and enroll in the corresponding
course in learning and teaching. This plan allows a wide range of
experiences and continued skill development. In the related course
there is also extensive field work in programs developed hy social
agencies or schools to assist urban families.

Some features of the plan are:
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1. It stresses on-the-job training for teachers but always with the
support, gnidance, and supervision of trained personnel. J
2. It enables the prospective teacher to prepare himself quickly for
service.
: 3. It applies basic principles of learning to the education of teachers
i and stresses the importance of learning by doing, of learning a
gkill in the ~ontext in which it will be used, and of the careful ]
graduation (f learning so that the learner masters one phase
before he goes on to the next. ,
4. It stresses the connection between theory and practice and rela-
l tionships among various phases of education.
5. It sees teacher education as a truly cooperative undertaking by
schools and universities.
6. It rejects the outworn concept that the competence of a beginning
teacher can be developed by a lockstep progression through a
series of unrelated courses.

7. It provides for the kinds of cooperative preservice and on-the-job !
teacher education activities designed to lead to the continuing ;
professional growth of both school and university personnel.

: 8. It utilizes the University's resources in many disciplines in addi-

! tion to those usually available in teacher education programs.

9. It bridges the gap that frequently exists between preservice pro- ;
grams and the initial experiences of the teacher after appointment. f
(This is accomplished in the follow-up course that is designed to
assist with the problems encountered by beginning teachers.)

A

17. Apprentice Teacher Program. Schoo! of Education, Pace College, 41
Park Row, New York, New York 10038. Contact Dr. Frederick Bunt,
Dean.

t The Pace elementary teacher education program has a professional
sequence that differs considerably in nature and organization from
most conventional programs and represents a new direction for the
College. In an attempt to improve upon conventional programs, the
following guidelines were adopted {modified form):
1. Concepts of teaching should serve as bases for selection of con-
tent and experience opportunities in the professional sequence. _
2. Organized bodies of subject matter should be used as resources ’ 4
from which needed information, principles, and concepts help the -
student to better understand the teaching-learning process.
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3. Each student should develop, under guidance, a concept of teach-
ing concurrently with his first opportunities to participate in
teaching tasks.

4. Initial experiences in the professional education program should
be planned with the needs and conceins of the student as a
starting point.

5. The professional curriculum should make provision for evalua-
tion of tbe student's achievement in terms of his ability to per-
form essential teacbing tasks.

A three-pbase undergraduate professional curriculum was developed,
based on these guidelines.

Phase I (first semester, junior year} provides fo~ a simple, compre-
bensive overview of the teaching act. Students are placed immediately
in a nearby public school where provision is made for observation of
and participation in teaching. The goals of the course emphasize stu-
dent development of (a} a concept of teaching, (b} a knowledge of the
values and assumptions which channel their understanding of teaching,
(c} an understanding of the contributions various foundation areas
make to successful teacbing, and (d) skill in analyzing tbe teaching act.

Utilizing principles developed by the National Training Laboratories,
students are guided toward an awareness of self and others. Basic be-
liefs about life, people, and especially teaching are uncovered through
“awareness groups.”

As part of the students’ observational activities, demonstration les-
sons are performed at a cooperating public school. Two special rooms
equipped with one-way vision screens and electronic listening devices
provide the facilities for controlled observation by all students. At
these times students use the Flanders Interaction Analysis System of

categorizing verbal behavior as one objective means of analyzing
teaching.

Phase II {second semester, junior year} provides for intensive study
of curriculum and instruction in the elementary school setting. A team
of instructors specializing in various areas of the elementary school
curriculum utilize a problems approach for this 12-credit block of
methods courses. Problems of teaching and areas of needed study
(identified in Phase I) are used as focuses for the development of
experience opportunities.

A concept of teacbing—""Persistent Teaching Situations”-—is used as
an overall frame of reference for categorizing and studying the identi-
fied problems. Persistent Teaching Situations are those recurring situ-
ations which teachers face day to day in their work. Each situation
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calls for some action on the part of the teacher. It is noted that ten
basic situations provide the scope and deptb of the teacher's tasks in
work with children. Specific situations can be determined from the
basic ones. In the Pace program, there is an emphasis on working with
these in finding the substance of teaching acts.

Phase 11! (senior year) is subdivided into two parts. First, an ex-
perience in student teaching, called apprentice teaching, is offered.
Students are placed in special service schools located in ghetto areas
of New York City. They are paid $2.50 per hour during the practice-
teaching experience and it is expected that they will return as licensed
teachers to these areas after graduation.

An integrating seminar concludes the professional sequence. An
interdisciplinary course, this seminar is taught by a team which in-
cludes representatives of the Social Science Department and the Schaol
of Education. It focuses on the crucial educational issues of today.
exploring and studying problem areas from sociological, anthropologi-
cal, and historical perspectives. Students are expected to return to
their apprenticeship schools for some time each week for experiences
related to the seminar.

@.




18. The Professional Year. State University College at Brockport and Roches-
ter Public Schools. Contact Dr. Andrew D. Virgilio, Acting Chairman, De-
partment of Education, or Dr. William C. Rock, Professor of Education,
State University College, Brockport, New York 14420.

The overall goal of the Professional Year program is preparation for
urban education. It involves juniors and seniors, liberal arts graduates
in a teaching internship program, and administrative interns. The stu-
dents have become an integral part of the faculties of four cooperating
elementary schools in Rochester. The program was planned by school
and college personnel, Rochester central office personnel, and repre-
sentatives of the Rochester Teachers Association and is supported
financially by the school district, the University, and state and federal
funds.

The four schools involved in the professional year wer= selected on
the basis of the following major criteria:

1. Students have the opportunity to work in racially integrated

classrooms.

2. The principal has had prior experience in the preparation of new

staff members.

3. The school is involved in the development and implementation of

new approaches to urban education.

4, The school has a successful history of participation in student

teaching.

5. The program has the full support of principal and faculty.

All students at Brockport are in liberal arts programs during their
freshman and sophomore years. Those who decide to become ele-
mentary teachers complete a 30-hour professional program during their
junior and senior years while completing their liberal arts requirements.

To illustrate the program, in one of the four schools, fourteen under-
graduates, four teaching interns, and one administrative intern have
been assigned to the staff. The participating juniors and seniors are
viewed as assistant teachers and are assigned to teaching teams in the
nongraded program. Their responsibilities increase as their skills im-
prove. A clinical professor assigned to the school full time to coordi-
nate the program provides continuous supervision, and content pro-
fessors come to the school to supply related instruction, thus blending
course work and field experience. The students are in the school for
the full year, live in the city, and participate in experiences te acquaint
them with the total life of the community, including seminars and field
trips on urban living and planning.

The teaching interns are assigned to full-time classroom positions
and are supervised and supported by a helping teacher. In effect, a
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team of five works with four groups of children. Interns are paid $5000
a year. During the summer preceding the school year, they complete
12 hours of professional work. After the year's internship and a sum-
mer session following, they will receive a master's degree and perma-
nent certification. Those who remain in the Rochester schools will be
placed on the second step of the salary schedule.

The admiristrative intern is an experienced teacher completing certi-
fication requirements for school administration. He reports to the
principal and is supervised by a professor of educational administra-
tion from the College. He relieves the principal of many routine ad-
ministrative duties, enabling him to be more directly involved in the
teacher education program.

As a result of the program, it is expected that students will:

1. Include community resources in planning for instruction, e.g.,

people, agencies, cultural centers, jocal publications.

2. Use the environment and experiences of children in communi-
cating concepts.

3. Express instructional objectives in behavioral terms.

4. Utilize diagnostic tools to assess pupils’ skills and plan instruc-
tion on the basis of the results of such findings.

5. Use conceptual frameworks of teaching for the analysis of teach-
ing and learning.

6. Identify divergent cultural patterns which characterize the chil-
dren with whom they interact.

7. Identify geographical, socioeconomic, political, and ethnic forces
which act upon urban education.

8. Identify and express changes occurring in their feelings about
and perceptions of other people.

9, Identify, within the role of teacher, components other than in-
struction.

10. Accept teaching positions in urban schools.

19. Project Beacon Training Program. Yeshiva University, New York, New
York 10003. Contact Di. Joseph B. Gittler, Dean, Ferkauf Graduate
School of Humanities and Social Sciences.

This program undertakes to prepare liberal arts graduates for effec-
tive teaching in slum schools. Theoretical studies are organized in
seminars dealing witl psychology, sociology, and education. Field
experiences include year-long observations in depressed-area schools,
interaction with the people and neighborhood institutions, and student
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teaching. The philosophy behind the program is that education for
disadvantaged children must be handled differently and that teachers
must possess special insights, attitudes, and skills in working with
learning problems in such environments; further, that these attributes
can be developed through participation in soundly conceived, integrated
programs of theoretical studies and field experiences.

The general objecti2s of this multifaceted program extend the aims
of conventional teacher education to include strong emphasis on dis-
advantaged learners in depressed environments. A theme of the pro-
gram is in making teacher education applicable to inner-city situations
and relevant to working with disadvantaged children.

The main components of the program—theory seminars, field obser-
vation and social work, and student teaching—are run more or less
concurrently, being blended together so that there is close articulation
of study and field work. The developers feel that there is an inter-
disciplinary character to the curriculum and that the whole program is
“problem-focused.” The main content of curriculum elements and
general procedures are as follows:

Seminar on Human Development and Learning (fall and spring, 9
credits}. Concepts and approaches in developmental psychology, per-
sonality theory, learning theory, and social psychology as related to
the guidance of academic learning and social behavior in schools in
poverty areas. Classroom observations and minor experiments.

Seminar on Social Organization and Process (fall, 6 credits). The
urban poor and the educational problems and needs of their children,
from the perspective of contemporary sociology and anthropology.
Emphasis on theoretical concepts relating to social organization and
institutions, racial and ethnic groups, and social and cultural change.
The instructor supervises social field work.

Seminar on Curriculum and Instruction (fall, spring, summer, 18
credits). Profession.}! understandings, skills, and attitudes deemed
essential for uffective teaching of disadvantaged children. Emphasis
on curriculum development and instructional strategies in the several
curriculum areas, individualizing instruction, planning instruction,
classroom management, evaluation of outcomes, and *‘action re-
search.” The instructor supervises student teaching.

The work in the above seminars involves analysis of a few problem
areas and is varied according to the needs of the participating students.
Instructors in many departments, guests from other universities, and
resource people from schools and neighborhoods are involved.
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Social Field Work (fall, 10 hours per week, no credit). Students are
apprenticed to the school-community coordinators, social workers,
family workers, and attendance officers of four of New York City's
"more effective schools” for interaction with the people and institu-
tions of the neighborhood.

Student Teaching (spring, 24 hours per week, 3 credits). Students are
assigned to all-day student teaching in the four schools and engage
in gocial field work. Cooperating teachers are selected jointly by
university supervisors and school principals. University supervisors
observe and confer with each student at least once a week.

20. Oregon Plan To Improve the Induction Process. University of Oregon,
State Department of Public Instruction, and cooperating colleges and
school districts. Contact Dr. William H. Harris, Director of Teacher Edu-
cation and Certification, State Department of Public Instruction, Salem,
Oregon 97310; or Dr. John Suttle, College of Education, University of
Oregon, Eugene, Oregon 87403.

The improvement of clinical experiences is being furthered in Ore-
gon by concentration on certain positions and relationships important
to teacher education. The statewide plan was developed to correct the
major weaknesses frequently found when teachers are given super-
visory responsibility without adequate training. The objective is to
develop and implement a specialized curriculum for school and college
supervisors who work with teachers in training on the premise that by
improving supervision, the field experience phase of teacher education
will reap the benefits, thus resulting in an improved induction process.

A number of guidelines were developed when the plan was started.
These related mainly to the education and training of supervisors, use
of time, pay, responsibilities, and cooperative relatinships that would
permit new roles in supervision. Subsequent planning developed into
statew.de activities that encouraged action on supervisory training.
Conferences, classes, seminars, and workshops were planned, and
work-study groups were organized, all designed to develop competence.
The teacher-preparing institutions have sponsored conferences and
workshops for similar purposes. .

Two teacher education institutions have worked toward the goal by
instituting the position of clinical professor, a joint appointment by the ?
college and the public schools with responsibilities to both. In general i
the clinical professor directs the field experiences of student teachers
and implements in-service programs for supervising teachers. The role
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is interpreted differently at the different institutions but is considered
to have the means for facilitating the achievement of many objectives
outlined in the state plan.

The creation of new roles and a new organization for field experi-
ences has resulted in attempts to provide strong university programs
for training the persons involved. Supervisory competence is now
conceded, and in order to maximize its effect, Oregon institutions are
promoting strong programs in supervisory training. Career positions
are being encouraged and courses planned specifically toward this end
are now available.

Oregon educators seek to extend the plan and to insure the stronger
supervisory roles with more financial reward and prestige. There is
evidence that these efforts, roles, and new conditions are producing
greater growth on the part of teachers in training.

21. Episode Teaching. Portland State College, Portland, Oregon 97207. Con-
tact Dr. Pau! Lundy, Assistant Directar of Teacher Education and Cer-
tification, State Department of Public Instruction, Salem, Oregon 97310,
or Dr. James R. Hale, Department of Education, Portland State College,
currently on leave serving as directar of the Guam NWREL Education
Project, P. O. Box 3631, Agana, Guam 96910.

The basis for Episode Teaching lies in experience-centered learning
and represents a plan for trainees to achieve teaching competence
sooner and in a more rewarding way. It is designed to get away from
the dependency patterns and dulling routine of conventional induction
piuns. The objective is to take advantage of the student teacher’s readi-
ness, interest, and creativity while placing him in a directly responsible
role for teaching. By placing him on a par with the regular teacher and
giving him a distinct exposure to the teaching act, the trainee avoids
falling into an imitative and routine role.

By using episodes, the trainee can build a series of experiences in
teaching that will maintain him. He starts with and focuses on a self-
contained event, not part of the ongoing program. The topic and sub-
ject can be derived from the student teacher’s strength or interest and
all planning is done by the student. Therefore, he presents himself as
the kind of teacher he would like to be: he selects his own model.

This plan presumes the productiveness of self-corrective behavior.
The student must bring to this lesson clearly identified aims. If his
readiness is strong from his previous college work, then it can be
exploited best by involvement in episodes of teaching. The supervisor’s
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role becomes one for observation, analysis, and feedback rather than
demonstrative instruction.

After a number of teaching episodes have established the student as
successful in an area, he can be given greater responsibility for devel-
oping sequential episodes. In this way, successive subjects are assumed
until the role of teacher is attained.

If episodes fail, the student can interrupt his beginning experiences
in teaching to gain more readiness without upsetting the classroom
program. Since the student teacher's work is self-contained, there is
no difficulty as far as the pupils’ program is concerned.

Other advantages of episode teaching are (a) emphasis on the teach-
ing act, (b) provision of initial success, {c) substantive material for
supervision, {d) maximum acceleration into responsibility, {e) opera-
tional consonance between educational philosophy and practice, (f)
optimum import into teaching of the student’s college education, and
{g) identification of deficiencies or inappropriate practice as the stu-
dent’s own product.

The enjoyment of a nondependent relationship with supporting
teachers and freedom to impart new ideas appear to be very satisfying
for studznts who are in this role. Feedback from these students gives
evidence that this can be a highly satisfactory model for inducting new
teachers if the conditions of flexible supervisors and well-versed stu-
dents are involved.

22, The Buckuell Plan. Department of Education, Bucknell University,
Lewisburg, Pennsylvania 17837. Contact Dr. J. William Moore, Chairman.

The Bucknell teacher education plan was developed six years ago
and is being implemented in stages. it rejects both a methods approach
to instruction and the apprenticeship approach. Instead, the teacher is
prepared as an instructional researcher 80 that every learning problem
for every student becomes a research problem which can be treated
with all the sophistication that a research methodology makes possible,
To attain this goal, each student is provided an opportunity to acquire
a knowledge of the psychological, sociological, and curricular variables

which relate to learning and to develop research competencies which ¢

enable him to (a) identify learner characteristics relevant to the in-
structional process, and (b) develop, test, modify, and retest hypotheses
relevant to the most appropriate conditions for learning.

The Bucknell Plan is a single, unified program (i.e., a single profes-
sional education program for preparing teachers for elementary, sec-
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ondary, gifted, culturally disadvantaged, =tc., pupils) which is aimed
at preparing teachers to effect chunge in learning behavior at all levels.
To achieve this objeciive, the plan has been developed around five
courses, each involving experimental laboratory experiences with
children. Faculty in the Department of Education have been recruited
especially for the program.

The first course allows the student to acquire selected philosophical
and sociological concepts relevant to the major objectives of schooling
as well as certain sociological variables which influence the learning
of the individual child. It also is designed to involve the student in
elementary research problems of a sociological nature.

The second course involves the student in the psychological variables
associated with learning and, as in the first course, all students are
required to engage in a laboratory experience involving research in
individual psychological variables.

The third course is designed to provide a means for the prospective
teacher to acquire t-e knowledge of the curricular variables related to
individualization of instruction and to be able to conduct research
involving them.

The fourth course is designed for the student to acquire concerts of
test theory with special emphasis on individualized instruction and a
conceptual framework of instruction as a basis for observation and
evaluation for hypothesis generation and testing as a means of resolv-
ing learning problems of students. The laboratory dimensions require
the student to use an elementary or secondary school pupil who has
been classified as baving serious learning difficulties as the subject of
research study based on these hypotheses.

The fifth course requires the student to generate and test instruc-
tional hypotheses related to individual learning problems in a class-
room learning situation on a full-time basis.

Selection criteria for staff members included {a} productive, experi-
mentally oriented educational researcher with interest related to the
teachingJearning process, and (b) interest in teaching and teacher
preparation.

Although yet to bc implemented, the plan calls for individualization
of the entire professional education sequence.

The program rcports results of improved student attitude toward
teaching, increased student success in modifying individual pupil be-
havior, more students continuing graduate professional education, and
a high correlation betwcen prospective teachers’ abilities to intellec-
tualize the instructional process and to teach in the classroom.
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3. Prelessions] Semester in Eletssntery Education. George Peabody College
for Teachers, Nashville, Tennessee 37205. Contact Moary Jo Collier,
Supervisor of Student Teaching.

This is a “package program” requiring student involvement each day
of the semester and represents a change from the conventional program
in student teaching at Peabody. Its oljzctives are to more effectively
bridge the gap between campus and classroom for students in eduga-
tion, to strengthen relationships betwsen schools and the College, and
to individualize the programs of student teachers. The outstanding fea-
tures of the program are student teaching, observation and participa-
tion, field trips, laboratory and library sessions, individual and group
conferences with the college teaching team, and workshops which in-
clude demonstration teaching and analyais.

During the first eight weeks of the semester the time is divided into
three phases: observation and participation, laboratory, and return to
observation and participation. Education courses are taken concurrently
with the fleld experiences.

The observation-perticipation phase is designed to prepare the stu-
dent for full-time student-teaching experiences. These 12 hours per
week provide an opportunity for him to get to know the school, the
community, and the children. The facuity team and the supervising
teachers work together to coordinate the college courses with the ele-
mentery classroom activities,

During the laboratory phase the student returns to the campus for
three weeks for a variety of experiences designed to give him a broader
view of the elementary school picture and enable him to assess his own
strengths and weaknesses and gradually make his entry into the pro-
fessional work. The laboratory phase includes:

1. Video-taping. Each student is asked to plan and teach a lesson in
an assigned content area and his performance is taped for ap-
proximately five minutes. Immediately following the taping, the
student, faculty members, and the video technician view the tape
and follow up with a group conference,

2. Field trips. Individual field trips familiarize the students with
community resources, acquaint them with procedures used in
planning field trips, and provide them an opportunity to evaluate
the trips.

3. Workshop and demonstration teaching. These sessions focus on
a variety of teaching techniques and enable students to observe the
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live enactment of what they have been taught. The students are
furnished with a complete rationale for each activity as well as
opportunities for assisting with the implementation of creative
ideas.

4. Conjerences. Individual! conferences provide guidance for the
students in assessing strengths and weaknesses, offer assistance
in -planning and organizing, and identify and deal with any
anxieties students may have.

5. Other. Group field experiences provide opportunities for students
to observe grad classroom teaching, plant design, school organi-
zation, and special programs.

The last half of the professional semester is spent in supervised
student teaching. Students spend the entire day in an assigned school.
All college supervision is done by one of the teaching team. Weekly on-
campus seminars are supplemented by individual and group conferences.

24, Microteaching Program. Teacher Education Department, Brighom Young
Universﬂg;l Provo, Utah 84601. Contact Dr, J. Hugh Baird or Dr. W.
Dwayne Belt.

Microteaching at Brigham Young is defined as the creation of a mini-
ature teaching situation under controlled conditions. All of the elements
of the teaching act are present. The uniqueness of microteaching lies
in (a) the ease with which the teaching situation can be controlled and
manipulated, and {b) the availability of immediate feedback for the
student teacher, provided both through the recording and playback of
the lesson using a video-tspe recorder and through the critical com-
ments of students and the evaluator.

The trainee plans a 5.7 minute lesson for a “class” composed of
about five college classmates. This brief lesson is aimed at the teaching
of a single concept or a motor act and is planned as a complete episode.
The performance is recorded on video tape. The course instructor and
other members of the trainee’s education section are present to observe
and, using an evaluation form appropriate for the particular lesson
being taught, note both commendations and suggestions for improve-
ment. The class, the instructor, and the trainee are included in the
evaluation proceedings which follow.

To begin the evaluation, the instructor and the student discuss the
performance in a general, usually positive way. The instructor may
make suggestions about what to look for during the video-tape play-
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back. Then the tape is replayed and the trainee, instructor, and class
observe it and comment freely. If desired, a particular segment may bhe
replayed and & "stop action” process may be instituted. Specific sug-
gestions often are made first by the trainee himself. Practice at this
point varies, depending on the needs of the trainee as perceived by his
instructor. One alm of the evaluation session is to prepare the trainee
to reteach his lesson—immediately after the evaluation or somstimes
from a day to a week later. The reteaching is done with a different
volunteer class and is video-taped with all conditions as they were for
the initial performance. Another aim of evaluation sessions is to pre-
pare students who can evaluate their own teaching and compare it to
performance criteria.

At BYU, each student in the initial professional sequence course in
teacher education i8 required to microteach at least once. In subse-
guent subject matter methods classes secondary students are required
to do additional microteaching. Social studies majors, for instance, are
required to teach at least two additional lessons which are video-re-
corded. One is to be taught inductively and the other, 8 15-minute
lesson, requires the student to use a variety of methods and media
appropriate to the concepts being taught. Assignments for microteach-
ing in the subject matter methods classes vary from pattern drills in
foreign language teaching to motor acts in homemaking and physical
education classes 10 appreciation and emotional learning in some of
the humanities classes.

Microtsaching is also used in combination with student teaching in
an experimental program,® substituting for part of the public school
teaching requirement. The experimental students are required to dem-
onstrate seven teaching skills. If not done according to certain speci-
fled minimum criteria, the student is . squired to study, plan, and try
again until ha meets the specified objective.

With some of these experimental students, the supervisor observes
and tapes the performance in the public school classroom instead of
the microteaching studio. If during the playback inappropriate be-
havior is found, the supervisor counsels the studernt to consider alter-
nate ways of behaving. This is followed by microteaching in the studio
where the gtudent can experiment with the lesson at issue. The focus
is on improvement of particular elements of behavior that are affecting
the student teacher’s performance.

1 For & doscription of this program, ses *The individuslised Secondaty Teacher Education Pro-
grom ot Brigham Youmg University.” M-Step Monograph No. 2. Salt Lake City: Utah State Boerd
of Bidncation.
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25. Procticams Based on Perfermance Criteris. Bellovue Public Schools and
Washington State University project, in cooperation with M-STEP.
Contact Dr. William H. Drummond, Associate for Teucher Education,
Office of the Superintendent of Public Instruction, Old Capitol Building,
Olympia, Washington 98501,

In an effort to encourage experimentation and pilot projects in Wash-
ington, M-STEP helped Bellevue and WSU to create a teacher educa-
tion practicum based on performance criteria. It also involved a joint
sharing of responsibility for teacher preparation and the training of
supervising teachers. The project has been in operation for two years.
The objective is 1o produce greater expertise in preservice teachers by
involving them in a program of specified tasks before atudent teaching,
continuing through student teaching, and extending through the firet
two years of teaching.

The program begam with the identification of specific desirable
teacher behuviors by a coordinating committee of Bellevue staff mem-
bers. A systematic scheme of taske was then developed by WSU staff
members to help students achieve these behaviors. Instead of taking
the regular senior program, the students in this project were confronted
with twenty-five “instructional tasks” to be undertaken individually.
The student was the judge of whether or not he was able to complete
a task successfully. Feedback for this decision came from the instruc-
tional system, his peers, the faculty, and recording devices. Rach stu-
dent took his own assessment of himself into student teaching the
following semester. This occurred in Bellevue schools where super-

. visors were trained in the behavioral approach to student teaching.

This plan stemmed from the idea that teacher development flows or
grows within the individual rather than within course structure. The
result is a highly individualized program where students realize the
significance of the confronting task to their own professional develop-
ment and assume responsibility for their own learning.

An ancillary feature of the project is sensitivity training. This ele-
ment was incorporated when the coordinators began to search for ways
to bring about group identification and commitment on the part of
student participants. Another significant aspect is the advanced em-
ployment of the students by the school system. Students were hired
and committed themselves to the program while still in their junior
year. The training of the particular students, therefore. became the
concern of both the University and the school system.
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28 Multi-Institution ~ Kanawha County Center for Student Teaching. Kang-

wha County Public Schools and cooperating institutions. Contact Mrs.
Kathryn Maddox, Coordinator, 200 Elizabeth Street, Charleston, West
Virginia 25311. For information on the M-STEP pilot center, contact
Joseph E. Flaherty, Coordinator of Preservice and Continuing Education,
State Depariment of Education, Charleston, West Virginia 25305.

The Kanawha County Center for Student Teaching is an outgrowth
of an M-STEP project directed toward the improvement of laboratory
experiences through the development of a pilot center. Beginning in
March 1987, approximately thirty students from five institutions were
assigned each semester to the pilot center for their student-teaching
experience. The institutions represent a variety of educational types:
Marshall University (state); West Virginia State College at Institute;
West Virginia Institute of Technology, which has a secondary teacher
education program; Concord College, a multipurpose state institution;
and Morris Harvey College {independent).

An advisory council composed of one representative from each of
the participating institutions, three representatives from the Kanawha
County Schools, and one from the State Depariment of Education was
appointed to act as a policy-making group for the pilot center. Through
a series of meetings this group directed the development of objectives
and procedures for the student-teaching experiences.

Unique to the West Virginia M-STEP center was the effort to com-
bine and utilize the personnel, resources, and special capabilities of five
diverse institutions, a public school system, and a state department.
The responsibility for assignment of student teachers, Haison with the
cooperating institutions, and many of the supervising functions previ-
ously carried out by the college supervisor became the responsibility
of the pilot center director.

A major concern of the pilot center was the need to prepare super-
vising teachers for the increased professional responsibility which
would be theirs under the pilot center concept. With primary impetus
provided by the center's director, an intensive in-service program was
designed and implemented to meet the needs of both beginning and ex-
perienced slipervising teachers. The public schools cooperated by pro-
viding released time so that supervising teachers could be involved in
the planned program. The director channeled the resources which were
utilized in the in-service program: seminars, workshop facilities, lead-
ers, consultants, and materials.

During the 1968-69 school year, the Kanawha County Center for
Student Teaching began operation exclusive of M-STEP sponsorship
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and the five cooperating institutions continued their involvement in
and commitment to the concept. Perhaps the most heartening result of
the center concept has been recognition by the public schools of their
responsibility for teacher education and the willjngness of the institu-
tions to admit schools into full partnership in teacher preparation.

37. Micro-Team Teaching. Department of Elementary Education, Wiscon-
gin State University-La Crosse, La Crosse, Wisconsin 54601, Contact
Dr. Burton E. Altman.

This pilot study focused on upgrading student-teaching programs and
helping in-gervice programs by providing micro-team-teaching experi-
ences within a local school system. The program can be labeled as a
unique clinical experiencs in introducing the team-teaching concept. It
involved a limited number of people and there is interest in incorporat-
ing it into the ongoing teacher education program at La Crosse.

The primary objectives of the program were (a} to give student
teachers increased responsibility for planning, executing, and evaluat-
ing an instructional program for children: and (b} to provide classroom
teachers unfamiliar with team teaching the opportunity to learn its
dynamicc by organizing teams of their own, This was attempted by
orienting simultaneously experienced and inexperienced teachers (stu-
dents) to the theory and practice of team teaching.

The plan provided for two student teachers and one experienced
teacher to reorganize their instructional operation into a micro-team-
teaching organization, so-called because the teaching took place in a
single, self-contained classroom. Instead of seventy-five children in a
team group, only twenty-five or thirty were involved; only one class-
room was used instead of three; and the supervising teacher was the
only experienced member of the team. This group accepted the re-
sponsibility for developing a cooperative organization for planning,
carrying out, and evaluating an instructional program for a group of
pupils.

Unlike many of the intern programs in Wisconsin in which student
teachers become part of an ongoing teaching team made up of three or
more certificated staff members, the La Crosse plan enabled prepro-
fessional and certificated teachers, once they understood the theory of
team teaching, to develop their own operation.

Allied with the general purpose of training people in team teaching,
the project also attempted to use the team-teaching operation as a

vehicle for helping experienced and inexperienced educators gain prac-
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tice in applying behavioral objectives. A plan was introduced for in-
cluding these in the preparation for and evaluation of instruction, and
by the close of the semester the teams were to teach lessons which had
evolved from this type of consideration.

This project was designed to give each member of the team as much
experience as possible in all areas of team planning. Furthermore, it
was expected that each member would at some time be engaged in
directing the team as well as being directed.

The essential feature of the project was the emphasis on team plan-
ning, refresenting the greatest departure from regular student teaching.
In addition to daily planning, each team spent from 8:00 a.m. to noon
on Friday mornings in a planning session. University funds provided
the school district with the means to hire substitutes to teach classes
while the teams planned,

Sophomores enrolled in the introductory course in elementary edu-
cation were to be utilized as teacher aides. This was instituted to give
team members an op to direct and supervise nonteaching
personnel who are logically involved in a team operation.

The nature of this project was such that no hard data could be ob-
tained to confirm that this was a superior student-teaching experience
or that the project, significantly, as measured by a statistical treatment,
changed the professional behavior of the critic teachers involved or
that there was a heightened measurabls achievement on the part of the
participating pupils. A review of published studies on team teaching
and a summarization of correspondence with leading researchers in the
nation who are grappling with this problem indicate that there is no
scientifically generalizable evidence to support this organization; how-
ever, neither is there evidence to refute it. Therefore, in place of
hard evidence, what follows is a summarization of observations made
during the project as they relate to the specific objectives of the study:

1. The student teachers appeared to manifest heightened indepen-

dence as decision makers and innovators of instructional media.

2. ‘The classroom teachers initially involved requested to participate

in the project when it was replicated, From their enthusiasm,
new teachers have been recrufted when the project has ex-
panded. In a very real sense, these teachers were change agents.

3. The children involved in the project have shown average growth

in skills but considerably more than average growth in their in-
dependent study habits and in cognitive behavior.

The pilot project has been expanded with the organization of more
micro-teams. Other teachers in the district observing the project have
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asked to become involved in it. Although the University is continuing
to underwrite the project, it appears that within the year the schoonl
district might begin to assume this financial responsibility.

As the project unfolds it continues to be enveloped in a host of re-
lated activities. This year plans are being made to develop additional
training films in team planning, to use video-taping to enable teams to
evaluate their planning’ sessions, to encourage more schools from
within the reglon to send teachers and administrators to observe plan-
ning operations, and to use this as a possible program for training
clinical professors who can provide leadership in the development of

team teachers, One school is considering diffusing the team operation
toinvolvctwoormorechuroom When this occurs, “micro” is
shed and team-teaching evolves.

28. Miniosurse. Par West Laboratory for Educational Research and Develop-
ment, 1 Garden Circls, Hotel Claremont, Merkeley, California 94708.
Contact Dr. Walter Borg, Program Director.

This regional lab has developed a unigue set of materials for the
in-service (or preservice) education of teachers—"minicourses” avail-
able to any teachers group in the nation. The packeged program was
developed after the lab had identified needed products in education,
worked on a design, and proceeded to field test its ideas. A series of
minicourses has been built on the microteaching concept and use of the
VIR in developing specific teacher skills.

At lsast one minicourse is now available for classrooms: Minicourse
1, "Effective Questioning in a Classroom Discussion,” made up of four
instructional sequences dealing with thres specific behaviors. In the
first day of an instructional sequence, the teacher views a film on the
three skills to be learncd. He then designs & short discussion lesson
for his class to epply the skills seen in the film. On the second day, the
first microteaching session employing the lesson is recorded on video
tape.

Self-evaluation forms are provided in the package so that on each
replay of the video tape the teacher's attention is focused on a specific
aspect of his behavior. Based on the self-evaluations, the teacher re-
plans the lesson and reteaches it to a different group. This revised
lesson can also be recorded and evaluated. Each instructional sequence
is handled in the same way. A nine-month follow-up program follows
participation in the minicourse. The teacher receives a lesson each
month which helps him review the skills he has learned. A refresher
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course taken six months after the original course is designed to rein-
force the skills.

The effectiveness of the minicourse is determined by evaluating
video tapes made of the teacher and his class before and after taking
the course. These pre- and postcourse tapes are scored for the specific
skills covered in the course. The research evidence from Minicourse 1
indicates that this model effects major changes in teacher behavior. Of
the thirteen behavioral scores obtained from analysis of the pre- and

video tapes, eleven were statistically significant, with eight
beyond the .0u1 level. A third video tape made four months after com-
pletion of Minicourse 1 showed virtually no loss in the skills that
teachers had developed in the course. Minicourse 1 is provided at
shipping cost and a fee for reprocessing the returned films. Four addi.
tional minicourses will be available in the fall of 1968.

29, Teacher Education Siructure via Consertiam. Upper-Midwest Regional
Educational Laboratory. Contact Dr. Charles Bruning, Director, Depart-
ment of Clinical Experiences, College of Education, University of Min-
nesota, 225 Burton Hall, Minneapolis, Minnesota 55¢55.

This is a cooperative, interinstitutional effort initiated by UMREL for
the purposs of focusing on the improvement of teache:r competence for
educating the disadvantaged. The consortium idea, an outgrowth of
the Red River Valley Program, hopes to establish centers that will be
staffed by participating college faculty and serve as experience bhases
for the education of teachers of disadvantaged pupils.

The task is to jointly develop teacher behavior and performsnce
criteria which can serve as & guide for the teacher education program.
This will be done in conjunction with developing clinical experiences
in schools that have high concepirations of disadvantaged youth. There
is an in-service as well as a preservice component to the program.,

The centers will make situations available where students of teach-
ing can secure experiences in disadvantaged education and will set up
performance critaria for trainees’ effectiveness. A third
interest centers on in-service value for participating school systems.

The centers are to be set up in three disadvantaged environments:
inner city, Indian reservation, and rural area. They will be staffed from
the combined resources of the consortium participants: college person-
nel representing teacher education, saciology. and psychology; school
personnel; and community personnel. (The permanent siaffs will be
selected from these categories) An advisory board will be established
for each center.
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It is expected that the students coming to the laboratory center will
have identified what it is that they wish 1o accomplish there. The on-
campus programs of the colleges in tha consortium would function
much the same as they do regularly, but in addition, the personnel in.
volved with these programs would perform the acreening and organizing
for clinical experiences. .

The centers that are developed through these joint efforts would
serve the colleges in a variety of ways. It is expectaed that preservice
teachers would take up residence at the centers to pursue particular in-
terests. Assignments might be for “September experiences,” summer
projects, workshops, independent study, or internships.

The learning center school will have a teacher education laboratory,
one or two rooms for microteaching and dial-access carrels, and a
normal set of classrooms, students, and staff. The staff will be pre-
pared to begin and carry on with analysis and diagnosis of the needs
of education students. The laboratory will organize instructional com-
ponents centered on concepts relating to learning, human development,
society, planning instruction, research, otc. As the need arises, the
master teacher of the teaching teams will essign the students to the
learning laboratory to begin work on a particular concept or skill or
performance criterion.
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CHAPTER SIX

One Stoep Further

James C, Stone
Professor of Education
University of California-Berkeley

1. THE PROBLEM AND PRESENTLY PROPOSED SOLUTIONS

In a nuishell, the problem is that teacher education is & stepchild—
unwanted by the colleges, permissively accepted by the schools, al-
lowed in any and all forms by state departments of education, tolerated
by the professian. Anad if this is true of teacher education generally, it
is even more true of student teaching, which is the low man on the
professional educatien totem pole with everyone except student teach-
ers themselves. (Fordhe purpose of this paper, student teaching should
be understood to mesn observation, participation, simulated teaching,
assistant teaching, imternship, externship, and other field experiences
which are part of a teacher education program,)

Let us examine the charges made and some recently proposed solu-
tions. Then Jet us try our hand at creating a new structure.

Unwanted by the Colleges

Most colleges, as institutions, have failed to take seriously their
responsibility to educate teachers, Their efforts largely bave been
incidental—tangential to other (and more important} missions such as
preparing liberal arts graduates or, at the professional level, doctors
and lawyers., Certainly, in the present most crucial need of teacher
training-——preparing teachers of the disadvantaged—mast colleges are
far removed from the problem. Since institutions of higher education
bave not taken seriously this social obligation of teacher training, since
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they cannot be forced into active social responsibility, and since the most
significant aspect of this training occurs in classrooms of children, why
not move this unwanted stepchild from the colleges? As the new foster
parents for teacher training, Burns has proposed the public schools:

In public higher education this would involve a simple shift of
funds, along with responsibility, from higher to public education.
It need not cause any fiscal problem. . .. Such a shift would create
in every school system o division of preservice education—ad-
mittedly another bureaucratic level, but ot least one thot is closer
to the operational level and not so removed as now, bound up as
it is in the bureaucracies, politics, and distractions in higher
education.!

The education of teachers long has been recognized as a state re-
sponsibility along with public education itself. State departments of
education are organized to administer to the needs of local schools,
they administer certification and accreditation functions, and adding to
their budgets funds now given to public higher education for teacher
education would be a simple financial and personnel shift. The teacher-
training personnel in private colleges also could become school em-
ployees, and state departments could retool to carry on a statewide
coordinated program of professional education, including student teach-
ing. Certainly, giving the schools the exclusive responsibility for pro-
fessional education under state department coordination would be an

t over the present haphasard system, particularly in stu-
dent teaching. And I'd settle for this right now as & starter. However,
since such & move merely substitutes the traditional hobbles and dis-
interest of the college for tha equally traditional hobbles and inadequa-
cles of public education, the sooner we vigorously move to radically
modify the establishment, the better for teacher education.

I propose that we go one siep further.

Parmissively Accepted by the Schools

For years schools merely accepted teachers trained by the colleges,
however adequate or inadequate the training was, and sent them back
to the colleges for refresher courses and advanced degrees. Similarly,
the public schools have merely accepted student teachers and per-
missively provided them with whatever laboratory experiences the
colleges sought. In more recent times, school systems have developed
their own in-service education programs which teachers have flocked

t Burns, Hobert. Bpeciel Bulletin. Weshington, D, C.: NDEA Nsticnel Institute for Advanced
Study in Teaching Disadvantaged Youth, Decombar 1087, p. 1.
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to and generally applauded. A recent study sponsored by the NDEA
National Institute for Advanced Study in Teaching Disadvantaged
Youth * queried over a thousand participants in Titles I and III in-
service education programs organijzed by local districts. The overall
finding was that these participants were pleased with the programs
and were convinced they contributed to their becoming more effective
and sensitive teachers.

Adding these findings to others with similar conclusions, it would be
logical for the schools to become the preservice educators of teachers
also. For the increasing numbers of pullic schools involved in intern-
ship programs, this would be a simple step. Assistant superintendents
in charge of staff development are occurring with greater frequency in
the schools, and such persons are the obviously qualified individuals to
direct and organize preservice teacher education as they now success-
fully organize and direct in-service teacher education. A benefit would
be to forever close the gap that so long has existed between preservice
and in-service education and which internship programs were expected
to achieve but which few have achieved. Drawing on the models de-
lineated by the Joint Committee on State Responsibility for Student
Teaching,® the state organization structure for teacher education—
public school focus—is shown in Figure I,

Not a bad model, but will it ever see "the light of day”? I doubt it.
The present establishment is too deeply entrenched in its present ruts.
The sooner we vigorously move to radically modify the establishment,
the better for teacher education.

I propose that we must go one step further.

Allowed in Any and All Forms by State Depariments

The education of teachers long has been recognized as a state re-
sponsibility. Originally, states took this obligation seriously and pro-
vided special institutions—the normal school, the teachers college—
as their prime vehicle. The last decade has seen the demise of these
institutions solely for the education of teachers. Most have evolved
into state colleges equally interested in the education of all occupa-
tional groups, including teachers. Gradually, teacher training has lost
its importance in these institutions, and their more recent conversion

3 Doss Teacher Troining Troin Teachers? Report of the California Componeat of the NDEA Na+
tiouns! Institute for Advanced Study in Tesching Disadvantaged Youth, to be published in Januery
1000 by Jossey-Bass Publishers, Inc.. 8an Francisce,

3 A New Order in Btudent Teaching: Fixing Responsibilities for Student Teaching. Washiagion,
D, C.; Nationa! Commission on Tescher Education and Professional Standards, National Educe-
tion Assoch:, Hon, 1907,
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Figure !
ORGANIZATION FOR TEACHER EDUCATION — PUBLIC SCHOOL FOCUS

The Education Professions Commission on Standards

KEY: C——1  Policy Development = e == Fiow of Fands
BN Policy Execution e Dolegation of Responsibility

to state universities has continued and hastened the decline of interest
in teacher education on the collegiate level.

Meanwhile, state departments of education have been content with
confining their teacher education obligations to the certification of
teachers and the accreditation of colleges for teacher education. In
most states the accreditation function amounts to an approval system
based primarily on whether the institutions offer the specific courses
prescribed by the certification office. And, as the Joint Committee points
out, in the area of student teaching, state departments have failed to
provide leadership:

Thus a no-man’s-land is created for the college-school function
(of student teaching) which is typically characterized by dual ad-
ministration, improper financing, and conflicting supervision.*

The Committee has recommended a number of models in which the
responsibility of state agencies goes far beyond the quantitative rou-

‘ m‘l. ’c ai
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tines performed by most state departments and emphasizes instead
their quelitative responsibility to develop and support state policies
and procedures for student teaching which:

Assure standards

Avoid haphazard overlap of function or responsibility

Assure opportunity for developing and testing new approaches
Assure support and commitment to teacher education

Guarantee the right of any individual, group, or institution to an
orderly and objective hearing of initiative or dissent

6. Establish an equitable system of developing and maintaining
policies, procedures, and standards of student teaching.®

Few can quarrel with these recommendations. Many would be skep-
tical of their becoming realities within the present establishment. I for
one am convinced that the sooner we vigorously move to radically
modify the establishment, the better for teacher education.

I propose that we must go one step further.

Tolerated by the Profession

World War II created a critical shortage of teachers and was fol-
lowed by an unprecedented increase in the birth rate which simply
worsened the teacher shortage. Out of this crisis came the “‘profes-
sional standards movement” in which the National Education Agsocia-
tion took the leadership through the formation in 1046 of its National
Commission on Teacher Education and Professional Standards, While
all of us connected with this movement over the past twenty years—at
local, state, and national levels—can enthusiastically testify about its
many accomplishments, the simple fact is that, despite these efforts,
the average teacher still is disinterested in and uninformed about
teacher education and the professional nrocesses, such as certification,
accreditation, personnel standards, and the like, which undergird and
support it. If you doubt this statement, look around at the next school
conference you attend. Check how few general sessions are given over
to the topic of student teaching., Visit the section meetings or interest-
group discussions and note the paucity of teachers in the meetings on
training or certification or accreditation or ethics in contrast to the
standing-room-only signs on doors marked ’*Salary,” “Negotiating
Councils,” and “Collective Bargaining.” Check on who goes to con-
ferences on student teaching—a few public school teachers, yes, but
mostly college professors. We can’t blame the teachers; we have never

Lol ol o o o
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really opened the doors of teacher education to them, When it comes
to student teaching, we college people have given a few “master
teachers” a Jook inside, but we have not dared to let them even get
further than recommending the grade the student teacher should re-
ceive. (We, the college supervisors, who visit the student teacher only
about two or three times a semester, are empowered with the final
judgment!)

We could open the door wider—make supervising teachers faculty
members, give them teaching responsibilities for the whole professional
sequence instead of the student-teaching problems seminars we typi-
cally toss to a few of them. Any such moves would be in the right
direction. A few institutions have done this and the teachers, with a
real stake for the first time, have become enthusiastically involved in
their new professional roles. These islands are promising models for
others to emulate. But we are working against the long-standing tradi-
tions of the present establishment. The sooner we vigorously move to
radically modify the establishment, the better for teacher education.

I propose that we must go one step further.

li. CREATE A NEW STRUCTURE

All attempts to reform teacher preparation and student teaching in
particular® have failed to recognize that the social institutions in which
teacher education is embedded——the schools, the colleges, state depart-
ments of education—were created by society for the purpose of not
bringing about change and inncvation, of preserving the status quo, As
guardians of the establishment, the schools, institutions of higher edu-
cation, and regulatory agencies of the state were specifically created
to see that change does not take place. The primary function of these
educational agencies—in common with education since the days of
primitive man-—is to pass on the cultural heritage to the upcoming
gencration. Designed to preserve “what is,” they have been staffed
largely by those who are wholly committed to this end. Few teachers,
for example, see their role as “agents of change” rather than “media-
tors of the culture.” The result is that reform efforts have done little
to break the patterns of traditional teacher education, including the

traditional errangements for carrying on student teaching.

¢ There have been many reform efforts. Amony the major sttsmpts have been the Commission
on Tescher Rducation of the American Council on Bducation (1035-43); the NEA TRPS Commisgion
{1048 ): the Fund for the Advancement of Bducation (1960-59): the Ford Foundstion’s *‘Bresk-
through Programs™ (1900-88): NDEA, EBBA, snd other foders! grants (1964- ). The purpose and
achisvements of these projects are summsrised in Stone, James C.. “Reform or Rebirth?" NEA
Journal 57: 23.23, May 1988, and are analyzed in Stone. James C., Breakihrough in Teacher EBducation,
San Francisco: Jossey-Base Publishecs, 1048,
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As long as teacher educatior, including student teaching, remains
fixed in the concrete of college, public school, and state department
traditions, it likely will remain substaatially as it is now, and reform
efforts will continue to come and go without making an appreciable
impact on either higher education or public education, or state depart-
ments of education, where teacher training, including student teaching,
has its roots.

If ever we hope to break what George Counts, writing some twenty-
five years ago, called *“the lockstep in teacher training,” we must create
new organizational structures-—we must be willing to go one step
further than modifying the present establishment. We need to cut the
ties, plow under the old college-school ruts in which student teaching
is quagmired, and begin fresh.

EP]. Drawing on the successful experiences (and freedom from tra-
dition) of college and school faculties in conducting summer and school-
year in-service NDEA and ESEA institutes and the enthusiasm of
teachers who attended them, I propose the creation of EPI's—Educa-
tion Professions Institutes—year-round centers for the professional
training of teachers. The institutes would be funded by the state, but
they might be administered in a variety of ways—by the state, the
region, or the local community, or in combination. In either event the
state department of education would have a direct leadership role, both
administrative and consultative. EPI's would be a natural extension
of the state’s responsibility for teacher education, including student
teaching. (Or better stated, it would be a case of the state’s returning
to itself the responsibility it always has had but has failed to exercise
since the teachers colleges folded.)

EPI's would be separate agencies of higher education with a distinct,
unique, and differentiated function. They would draw their facuity
from the colleges, the schools, and the communities in which they were
located. While largely postgraduate institutions, they might admit
students at any point in their college career when they were deemed
ready to embark on a semester of professional education. During any
semester of enrollment, a teacher-to-be would be paid by the state as
a student teacher. Teachers in service would enroll in the institute for
weekend, afternoon-evening, or summer collogquiums, workshops, con-
ferences, seminars, sabbaticals, and the like, using scholarships pro-
vided by the state and federal governments.

This type of structure is envisioned as a prestige agency, paying
better salaries, for example, to its faculty than do traditional colleges,
universities, or school systems. This would be a truly professional
graduate school—analogous to the medical school, the law school, the
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divinity school. It would train both teachers and teachers of teachers,
the latter in conjunction with colleges and universities. Its research ;
| g activities would focus on professional problems in the teaching- |
i learning process.

There would be equality of status for those faculty members having
differentiated responsibilities for the so-called theoretical and practical
aspects of teacher training. The heart of the institute would be an
exemplary school which the institute would adopt or organize, The
institute and the school would be housed together. Professional edu-
cation would grow out of the instructional problems of children. Stu-
dent teaching would be the central focus of the teacher-training pro-
gram, The professional curriculum would be tailored to each individual :
and would be so organized that every student, during his stay at the ',
institute, would be involved simultaneously in a stream of student- -
teaching experiences and in a concurrent stream of theoretical seminars, _
both taught by a team of instructors working with a particular group !
‘ of student teachers. The institute, with its advantage of being close to
the schools yet removed one step from the politics of the local school
system, would be directly funded by the state and responsible to the
state department of education.

Within state departments of education there would be a specific unit
of higher education with responsibility to provide leadership for the
institutes and to coordinate student teaching. The permanent staff
would be a small cadre of higher education and student-teaching spe-
cialists. This nucleus would be augmented by yearly appointments of
a much larger number of consultants and faculty drawn from the insti-
tutes, the schools, colleges, and other educational agencies. Advising |
the stste board would be a state council on teacher education, with
representation from the institutes, the schools, colleges, and the pro-
fession at large. In such an organizational plan there is no need for a 3
separate counci! on student teaching or separate office of student- ! {
teaching coordination. Professional education and student teaching
are no longer separate entities; neither are school-college “responsi-
bilities”; all have been integrated.

At either the local or regional level, as shown in Figure II, the EPI
would be operated under a joint-powers agreement. The “powers”
brought together to organize the EPI and to formulate policy for it
; (within broad state guidelines} would be (8} a local community, (b} a
! college, (c) a school system, and {d} the state department of education.

The four powers would establish an independent local institute board
of control which would have fiscal and administrative authority to
operate the institute with funds provided by state and federal sources.
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Figure il
STATE ORGANIZATION OF EDUCATION PROFESSIONS INSTITUTES
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Each “power” on the governing board would appoint one representa-

tive, and these four would choose three others.
ent has the advantage of local control

The joint-powers arrangem
and it brings together on an equal basis the chief

within a state system,

needed in effective teacher training—the colleges, the schools,
and the local community. A joint-powers agreement is par-
education of teachers of the disadvantaged

rdination and integration of student

the state,
ticularly appropriate for the
and for the most effective coo

teaching.
CONCLUSION

By now, the reeder will be aware that I am proposing a radical
break with tradition —a break ir the organization for professional
education as well as in the place, scope, conduct, and coordination of
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student teaching (with obvious implications for the professional pro- =
cesses of accreditation and certification), The reader also may have /
thought of structural details and organizational refinements to be
added to the EPI, or he may be thinking of other and more appropriate
structures.

By now, it is hoped, he has come to the point where he, too, is
convinced that reform must give way to creation - that we must in
fact go one step further. Or as Robert Browning put it, “Man’s reach
should exceed his grasp, or what's a heaven for?”
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CHAPTER SEVEN
Coda
Roy A. Edelfelt
Executive Secretary
NEA National Commission on Teacher Education
and Professional Standards

In the materials selected for inclusion in this book there are a
variety of ideas about the different things that need to be done to
improve student teaching. This chapter is an attempt to pull together\
in brief form the things that need ettention if student teaching is to/
evolve into a significant practicum experience.

As the foregoing ‘chapters suggest, the improvement of the prac-
ticum experience in teacher education will require efforts by profes-
sionals in a number of different institutions and agencies. The state
department of education cannot alnne direct change and improvement.
Changes in the structure of the experience, its organization and funding,
and changes in those who have responsibility for student teaching or
practicum must be influenced in a variety of ways by a variety of
people. To further complicate the problem, the nature of the practicam
is changing. Add to this the fact that preservice teacher education,
induction to teaching, and school staffing patterns are being altered,
and these circumstances make it difficult to know where to begin to
take action for improvement.

Certainly, the prospective teacher should no longer be expected
to apprentice in traditional ways with an experienced teacher. If the
development of individual teaching style is to be encouraged, students
of teaching must have opportunities to do their own thing and not
merely take over a regular teacher's responsibility. The development
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of faculty teams provides some new possibilities for prospective
teachers to join groups of professionals in learning the teaching pro-
cess. This makes necessary 8 much more precise delineation of teach-
ing tasks and roles, which should make various teaching acts more
distinguishable and deliberate and should contribute to the precision
of learning to teach. Faculties working in teams should also be able
to provide more and better supervision and establish the kind of
continuous feedback and evaluation which ought to be an integral
part of in-service as well as preservice teacher training. Differentiat-
ing teaching roles in a school faculty team might establish a training
and career ladder and should help to provide for individual differences
in the training of teachers.

The differentiated staff concept seems to be gaining acceptance (at
weast in theory) across the country. There are a number of pilot proj-
ects under way, and support available under the Education Profes-
sions Development Act will encourage additional experimentation
with new patterns of staffing schools. No model of a differentiated
staff will make a great difference in teacher education, however, un-
less accompanying changes are made in conceptualizing and carry-
ing out the teaching act, changing the curriculum, building more
flexibility into the way time is used, and extending and expanding
the kinds of resources, meterials, and media used in teaching and
learning.

The collaboration of schools and colleges is essential to improving
not only practicum experience but the whole process of education.
When school personnel accept more widely the advantages to be
derived from meking the school an experimental center for teacher
education, both the school program and teacher education will benefit.
It is not possible to examine and experiment with teaching in a school
setting without influencing school program and personnel. College
and school people cannot work together closely without changing
each other. The prospects of welding theory and practice together in
effective and fruitful ways in teacher education holds promise which
goes further than anything yet achieved either in schools of education
or in public schools.

There are, of course, some major requirements for achieving the
kind of collaboration between schools and colleges which would
result in a real sharing in the preparation of teachers. First of all,
the people with the power in schools and colleges need to believe
that a joint venture in teacher education will be mutuslly profitable.
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This means that college administrators and professors and school
administrators and teachers must allocate to teacher education the
time, money, and effort which collaboration requires.

Second, there must exist a much more open system for experimen-
tation and evaluation and the recognition that both school and college
people have significant contributions t0 make to teacher education.
In their own way, school personnel who are selected to work in
teacher education must have as much status and prestige as college
people. Equally as important, college professors working in the prac-
ticum program must have status smong their colleagues, which fre-
quently is not the case at present. One important avenue to such pres-
tige may be the research in teacher education which can be carried
on in the practicum experience.

Third, state support in money, pessonnel, and commitment must be
given to both schools and colleges. A state support formula will need
to be worked out 30 that schools which engage in teacher education
can afford to assign personnel amd Sime to the teacher-training process.
It means that personnel on a state department of education staff must
have the training and the credemtials to have status with college and
school personnel so that they can exert leadership to improve the
practicum experience. It means that state legislatures, state boards
of education, and state department personnel place a high priority
on the practicum experience. At the state department of education
level this means much more cooperation and collaboration between
the division of teacher education and certification and the division
of curriculum and instruction— and a mutual recognition that teach-
ing performance and curriculum are inextricably related.

Fourth, state planning and standards for practicum experiences must
be worked out by the agencies and institutions which have responsi-
bility for teacher education. Some of the agreements that are required
relate t0 organization and administration. Other agreements require
the establishment of standards so that the completion of the practicum
experience and initial certification for teaching have some common
meanings, so that the beginning teacher and the hiring school district
recognize what a novice teacher is and what can be expected of him.
The requirement of planning and standards should also provide for
specifying the nature and scope of student teaching, including the
quality and quantity of supervision.

State planning also needs to include specification of the commit-
ments schools and colleges are willing to make to engage in the prac-
ticum phase of teacher education. The state approval process for
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teacher education in each state should ensure that standards for the
practicum experience are maintained.

Because changes in both school programs and teacher education
will continue to accelerate, standards should be provided for sufficient
flexibility to ensure that new standards and requirements can evolve
as they become apparent.

Practicum or student teaching can no longer be considered as a
single plan — something which once perfected can be adopted by all
colleges and schools. Many teachers will continue to be prepared
by colleges and experience student teaching or practicum as part of a
college planned and controlled program. But increasingly the school
will become a more important partner and the development of more
teacher aide programs with an open career ladder plan will make
necessary work-study programs for teacher training. In such programs
greater numbers of teachers will be prepared on the job and colleges
will need to find new ways to contribute to such programs.

As multiple entry points to teaching open to men and women who
select teaching as a second career, often in middle age, it will be neces-
sary to find other approaches to teacher education and the practicum
eXperience.

When schools become more flexible, as they must, and more of the
community agencies become integral parts of an educational system,
new kinds of teachers and other educational personnel will be needed.
Their training will require a host of other types and styles of prepara-
tion programs. Ultimately, preparation must be based on performance
criteria, and requirements for graduation and certification will need
to be based on what an individual can do rather than how many
credits he has accumulated. Performance criteria are especially im-
portant in a practicum experience because they are the only significant
outcomes. Credits may continue to be earned but they cannot continue
to be awarded on the basis of time spent or survival with children
and teachers.

It is clear that student teaching as we now know it is largely inade-
quate for future needs of teacher education. Even the term no longer
describes the experience as it is being developed. The term practicum,
which we have used, may be more appropriate, or other more descrip-
tive terms may be found. The name of the experience may be more
important than one might think— and it may not be possible to
change student teaching very much until the impression that the name
communicates has been changed.

Maybe changing the name while changing the concept is the place
to begin. But there are greater and more difficult things to change,
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among them getting the commitment and the political influence for
statewide planning and organization of practicum experience. Funda-
mental, however, is examining and developing new concepts of teach-
ing and teacher roles and finding ways to prepare people for such
professional responsibility.

It seems clear that the kind of combined effort which the Joint
Committee on State Responsibility for Student Teiaching illustrated
will continue to be necessary at both state and national levels, It will
take a cooperative effort by many groups in education to move student
teaching very far from where it is presently.
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